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Abstract 
          How do reflective conversations between a principal and a teacher 
                          promote teachers’ perceptions of self-efficacy? 
Cheryl Ann Shaffer 
John Gould, Ph. D. 
 
The purpose of this research was to understand the development of teachers’ 
perception of self-efficacy as a result of reflective conversations conducted 
between a principal/school administrator and a teacher. Self-efficacy, based on 
social cognitive theory, is dependent upon the perceived level of competency or 
mastery of the individual and their belief that they can accomplish the task 
successfully. In the educational setting, teachers must have confidence in their 
personal capacity to coordinate instructional actions that bring about students’ 
success. Teachers exhibit self-efficacy through instructional efforts that include: 
an understanding of learning, cognition, emotions, and the classroom environment 
in order to support student learning experiences. It also includes a self-critique 
and monitoring of their professional practices to optimize student instruction 
within the classroom.  
Utilizing a mixed-methods approach, this case study explored how school 
leadership, that includes a principal and assistant principals, can contribute to 
teachers’ perceptions of self-efficacy through ongoing, reflective conversations.  
The study took place in an urban middle school housing Grades 5-8 that 
was in Corrective Action II status based upon Pennsylvania System of School 
Assessments (PSSA) results. Transience was frequent for both students and 
school administrators at this site. Four school administrations had changed at the 
site within the past five years.  
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The researcher utilized the Teachers’ Sense of Efficacy Scale as an online 
survey as a means to determine teacher-participants’ perceptions of efficacy 
(Tschannen-Moran & Woolfolk, 2001). From these participants, seven teachers 
indicating high to moderate efficacy were observed during reflective 
conversations as they interacted with their school administrators to analyze recent 
student benchmark assessment data. School administrators posed focused 
questions about the individual student’s data and trends observed within the data. 
Later in the study, those seven teachers and two administrators were interviewed 
individually to respond to three sub-questions of the study. The reflective 
conversations and interviews yielded themes that indicated the importance of data 
review to support student learning, but also, the measures teachers took to ensure 
students were successful.  Based on the research design, quantitative data was 
collected through the following means: 1) the Teacher Sense of Efficacy Scale 
(TSOES); 2) a researcher-designed checklist to record during reflective 
conversations on the topics discussed, and 3) tape recorded conversation. 
Qualitative data was collected through interviews utilizing three sub-questions for 
the seven teachers and two school administrator interviews. The data collected 
from the reflective conversations was analyzed and provided insight into how 
reflective (practice) conversations impact teachers and their own perception of 
self-efficacy. 
Key words: Teacher efficacy, reflective practice, instructional leadership
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CHAPTER 1: Introduction 
Introduction to the Problem 
School administrators must take an active role conveying their interest in their 
students’ academic achievement. Building administrators are held responsible for student 
success; however, the day-to-day instruction occurs through teachers. School 
administrators have a capacity to have a direct effect on their teachers’ instructional 
practices, but have an indirect effect on student achievement (Cotton, 2002). Teachers’ 
ability to be effective instructors varies as much as students’ academic strengths and 
needs. In order to provide students with daily high-quality instruction, building 
administrators must know their teachers’ strengths and support them professionally to 
ensure that the instruction they provide to their students promotes student learning. 
Teachers must have confidence in their own ability to contribute to students’ achievement 
modifications in their instructional practices (Ross, J. & Gray, P., 2006). However, 
school administrators have an optimal means to model reflection with teachers as they 
review student data. In so doing, they can aid teachers in making critical instructional 
decisions that address students’ academic needs and at the same time build teachers’ 
sense of efficacy.  
  As a result of the No Child Left Behind Act (NCLB), high-stakes testing has 
created a need to examine student data for areas of academic standards, strengths, and 
needs (USDE, 2002). To bridge the gaps in student learning, building principals/school 
administrators, who are held responsible for students’ academic progress and their 
teachers, must reflect upon student data and plan action-oriented steps that intervene to 
support students’ academic progress (Finnegan, 2010; Gentilucci, & Muto, 2007). It is 
the responsibility of school principals to set a vision for their school and set the priorities 
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for school success (Ross et al., 2006). School administrators must model reflective 
practice with teachers to help them think about instruction that will address students’ 
learning needs. 
Reflective practice enables one to discover how improve instructional actions to 
enhance student learning and further promote learning by putting the idea into action 
(Schon, 1983). Schon explained that reflective practice has distinct phases: 1) reflection-
for-action, 2) reflection-in-action, and 3) reflection-on-action. Reflection-for-action is 
essentially a stage in which the classroom practitioner examines the needs of students 
prior to instruction, and then plans accordingly to meet students’ learning needs. 
Reflection-in-action occurs during while teaching when teachers monitor and adjust their 
instruction to better facilitate student learning as they encounter emerging needs. 
Reflection-on-action can be performed after the instruction by the teacher with a school 
administrators or colleagues to weigh the success of a lesson and refine the lesson’s 
impact through modification or expansion (Schon, 1983). Each portion of the reflective 
phase offers a level of analysis that can make a teacher aware of how students are 
interacting with lesson content. As a result, teachers can refine their instruction based 
upon student needs. Thus, reflective practice offers an opportunity by the teacher to 
refine their instruction through metacognition. This is necessary because teachers vary in 
their skills and must reflect to analyze and refine their lesson’s effectiveness to support 
students’ needs (Danielson, 2008).   
Reflective practice between a principal/school administrator and individual 
teachers establishes an opportunity to concentrate upon students’ instructional needs. As 
they work collaboratively to focus upon students’ needs through data analysis, they can 
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generate effective instructional strategies that support students’ identified learning needs. 
Principals/school administrators must pose focused, pertinent questions that prompt 
instructional change to enhance teachers’ professional skills and contribute to their sense 
of efficacy. Additionally, such professional conversation creates an avenue to build a 
trusting relationship where ideas can be exchanged. As a result, school administrators can 
impact teachers’ self-efficacy as they support their confidence through instructional skills 
that impact student achievement (Barnett & McCormick, 2004; McAlpine, Weston, 
Beauchamp, J., Wiseman, & Beauchamp, C., 1999).  
Reflective practice facilitates a determined focus on the interactions between 
teacher practices and student achievement to determine next courses of action (McAlpine 
et al., 1999). Reflective practice can be considered as an investment of time that can 
improve teachers’ instructional capacity and yield results through improved self-efficacy, 
extending a teacher’s belief that their actions can influence the outcome of their students’ 
educational experiences. Teacher efficacy contributes to student achievement since 
teachers with high efficacy make an attempt to meet students’ needs through their 
classroom practices (Ross et al., 2006). Teachers base their efficacy on the belief that 
they possess a repertoire of skills so they can reach the most difficult child. Efficacious 
teachers do not give up on students who are unmotivated, but instead, they seek novel 
ways to motivate and interest students in a manner so that they are able to be successful 
in academic endeavors (Tschannen-Moran et al., 2001). In addition, effective 
administrative leadership has the ability to impact teachers’ instructional practices 
through a focus on professional practices that lead to high levels of student achievement. 
To ensure opportunities for students’ success, school administrators must delve into the 
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practices that enhance classroom management procedures, and alter instructional 
strategies that enhance students’ learning experience.  
School culture is impacted through relationships. Principals/school administrators 
must generate opportunities to build and sustain trusting relationships with their staff 
(Tschannen-Moran, 2004). Effective principals facilitate teachers’ effective instructional 
implementation through reflection on their practice and by encouraging collaboration to 
improve their instruction (Stronge, Richard, & Catano, 2008). Student academics are 
supported by the effective practices of teachers. School administrators must support 
teachers to ensure that student learning occurs. Effective instructional practices  
contributes to teachers increased perceptions of self-efficacy, which enables them to 
remain committed to the task of teaching despite challenges they face.  
Research indicates that transformational school leadership has an impact on 
teachers’ commitment. This is because teachers become part of the change process as 
stakeholders and actively plan to implement instructional change that meets student needs 
(Geijsel, Sleeger, Leithwood, & Jantzi, 2003).  Their collective ideas can generate 
conceptions that remove obstacles and foster the implementation of effective instructional 
strategies. This research study was proposed to determine how reflective conversation 
between school administrators and the teacher promote a teacher’s perception of self-
efficacy. In addition, specific teacher actions that lead to student achievement would be 
derived from the data to fully understand the result of such reflection.  
Problem Statement 
 Principals/school administrators and teachers are critical members of the school 
community that provide learning opportunities for students. Teachers, however, have a 
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direct influence on student achievement through their daily practices (Barnett et al., 
2004), whereas principals/school administrators have an indirect influence on day-to-day 
student instruction. Principals/school administrators must become instructional leaders 
and communicate with teachers so their staff has confidence to determine effective 
instructional practices (Tschannen-Moran & Woolfolk, 2001; Ross et al., 2006; 
Wahlstrom & Louis, 2008). A need exists to understand how reflective practice between 
school administrators and teachers can promote teachers’ perceptions of self-efficacy and 
to what extent reflection promotes professional practices that optimize students’ 
academic instruction and performance. This study explored how reflective practice was 
utilized and explored how reflection between a school administrator and teacher brought 
about thoughtful action to tailor student instruction. The researcher collected participants’ 
perspectives to aid in understanding how this practice led to changes in students’ 
instruction.  
Purpose and Significance of the Problem 
The purpose of this study was to determine if reflective practice between a 
principal/school administrator and a teacher promotes the development of teachers’ self-
efficacy. In order to impact teachers, school administrators must build a trusting 
relationship with each teacher and encourage individual teachers to discuss their 
professional responsibilities of instruction. As trust is established and reflective practice 
focuses on students’ needs, professional collaboration can occur between the school 
leader and their teachers to develop a culture of change within the classroom. Such 
relationships do not develop as a result of simply convening a meeting, but require a 
framework for exchange and reflection. In so doing, relationships of mutual trust can be 
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developed and cultivated between the administrator and teacher to promote a culture of 
improvement within the school (Tschannen-Moran, 2004).   
“Efficacy and trust appear as powerful factors to enable leadership efforts to take 
hold” (Wahlstrom & Louis, 2008, p. 593). In so doing, principals/school administrators 
can guide teachers to more effective classroom practices that will impact learning 
strategies as well as teacher stakeholder buy-in. Through the examination of student data, 
effective teaching practices and instructional actions can be initiated between the school 
administrator and teacher to reach beyond the individual classroom and extend it to 
impact the school culture and accepted practices to educate students. By building the 
efficacy of teachers through modeling reflective thinking practices, school leaders assist 
teachers by analyzing the data and refining the instructional strategies implemented to 
reach students’ academic needs. Administrator leadership must be deliberate in approach 
to engage teachers in the meta-cognitive process of determining the most effective 
strategies that address students’ needs.  
The implementation of effective instructional strategies can be applied by teachers 
only if they know such strategies. Teaching is a very complicated process because 
students’ needs vary and instruction must be differentiated. Without an awareness of 
necessary actions to change their teaching practices, teachers will respond inconsistently 
and ineffectively to the needs of their students and may continue utilizing unproductive 
methods of instruction. Transformational leadership asserts their influence to create an 
awareness of specific practices and enables reflective discussion about how the practices 
can create student learning opportunities (Ross et al., 2006). When teaching practices are 
challenged as a result of their effect upon student learning, it is critical that the 
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conversations focus on building the capacity of teachers as well as improving students’ 
achievement. Principals/school administrators essentially become the instructional leader 
by encouraging teachers in effective practices and modeling their example. Consequently, 
teachers may focus on the practices that lead to students’ academic success. 
This study examined how reflective practice between a principal/school 
administrator and individual teachers promoted the development of teachers’ perception 
of self-efficacy. Data was collected during reflective conversations between the school 
administrator and teacher, and interviews using sub-questions that focused upon aspects 
of teacher efficacy. Subsequent coding and analysis of the qualitative data related themes 
that emerged from the research. Data related to reflective practice between the school 
administrator and individual teachers corresponding actions that resulted and changed the 
instructional practices of teachers.  
Research Question 
 In this study, the researcher posed a central question: How does reflective practice 
between a principal/school administrator and a teacher promote teachers’ perceptions of 
self-efficacy? Sub-questions provided qualitative data related to leadership’s impact on 
teachers, outcomes of participating in reflective practice with their school administrator, 
and how professional practices transferred to teachers’ self-efficacy.  
1. How does teacher efficacy change over time as a result of participating in 
reflective data conversations with the principal/school administrator? 
2. In what ways do teachers perceive that leadership impacts their self-efficacy? 
3. To what extent does reflection transfer to positive self-efficacy and effective 
instructional practices? 
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Conceptual Framework 
 The conceptual framework for this study was based upon the researcher’s 
assumptions as a result of working within the school environment that used reflective 
practice as a means to address student achievement and academic needs. It was also 
based upon the researcher’s philosophical world view of constructivism and the impact of 
social interaction. This view has influenced this researcher’s interest in principal/school 
administrator leadership, reflective practice, and teacher efficacies. These are critical 
components found within the reflective conversations that were in place at this site since 
the previous year. An urgency to improve student achievement influenced the researcher. 
The desire to learn the impact of reflective conversations upon teachers’ sense of efficacy 
and need to provide a quality education at an urban middle school site, where extremes of 
poverty, language, and learning obstacles exist was also a motivating factor. Academic 
growth has been complicated by state and federal mandates, such as No Child Left 
Behind Act, (United States Department of Education [USDE], 2002), where student 
achievement goals have increased incrementally and punitive consequences have been 
designed for failing schools that have not met mandates of adequate yearly progress. The 
relationship among these issues can be noted in the conceptual framework of this study as 
seen in Figure 1. 
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Figure 1:  Conceptual Framework 
 
   
Principal/school Administrator Leadership. Principal/school administrator leadership 
must be dynamic within the school’s organization to meet the needs of teaching 
professionals, who in turn must provide the daily instruction for students. 
Principals/school administrators must be instructional leaders that share their vision and 
rank student learning as the central focus of the school. Additionally, this leadership must 
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win stakeholders through collaboration to participate in school-wide decisions that 
transform instructional practices (Wahlstrom, 2008). 
 Employee talent must be cultivated in order to flourish, initiate and extend 
effective practices (Bennis & Biederman, 1997). Collaborative interactions with the 
leader and colleagues build trust and enable staff to rely upon each other. Within the 
school organization, administrator leadership must exemplify effective leadership traits 
through being a role model, extending knowledge, coaching and mentoring to influence 
their staff. Leaders 1) rely on a moral code to base decisions; 2) engage others in the 
cause by sharing the vision for change; 3) have a sense of purpose in their actions; and 4) 
have the ability to adapt through change (Bennis et al., 1997). To be effective, leadership 
must be dynamic and initiative adaptive change to address needs and challenges. School 
leadership that focuses on creating a vision allows stakeholders’ intrinsic desire to be 
adaptive and create solutions to problems to ensure success. Through such group 
collaboration and practical applications, stakeholders generate ideas and follow through 
on ideas and initiatives to achieve success (Bennis et al., 1997; Geijsel et al., 2003).  
 Transformational leadership invites teachers to become part of the change process 
that includes relevance, readiness and resources (Geijsel et al., 2003; Marks et al., 2003). 
School administrators must extend trust to stakeholders, take action upon their beliefs, 
and lead through their example. School administrators must use their influence to 
transform their organization by creating an awareness of a need, setting goals, and 
motivating their staff members to collaborate for possible solutions. Thus, “integrated 
leadership…reflects the transformational influence of the principal and the shared 
leadership actions of the principal and teachers” (Marks et al., 2003, p. 377). 
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 Heifetz and Linsky (2002) discussed an important characteristic of leadership that 
transfers to others in the organization: adaptability. While technical skills may be applied 
in a scenario of familiarity, collaboration enables adaptability to practices which can be 
more sustaining in the school organization, due to the demand of continuing to learn new 
things to make people or initiatives within the learning organization succeed (Heifetz & 
Linsky, 2002). Learning organizations continue to be dynamic and create adaptations to 
address challenges through change in their instructional practices. By addressing student 
learning challenges, stakeholders are able to address unique needs of students. This is an 
area within their perceived locus of control.  
 Fullan (2008) stated that vibrant learning organizations must do the following to 
maintain vibrancy: 1) invest in your employees; 2) provide meaningful reasons to interact 
about the work; 3) build capacity within the organization so that it can function 
efficiently; 4) continue to improve the product; 5) be transparent; and 6) continue 
learning through stimulating opportunities and commitment to the organization. School 
leadership must therefore contribute to the success of a school organization by facilitating 
opportunities for teacher collaboration that will improve teaching practices. 
 Reflective Practice. Schon (1983) contributed to the understanding of reflection 
to generate knowledge and action-oriented practices within schools. He described 
reflective practice as implicit understanding, “knowing in action,” in which the 
practitioner gathers knowledge through observation and reflection (Schon, 1983; 
Kinsella, 2007).  Hence, the use of reflective practice in needed as “ an inquiry approach 
to teaching that involves personal commitment to continuous learning and improvement” 
(York-Barr, Sommers, Ghere, & Montie, 2001, p. 3). In addition, the application of 
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reflection offers a means of inquiry to improve “a gap in professional knowledge and 
actual competencies required for practicing teachers” (York-Barr et al., 2001, p. 4). 
Reflective practice discovers problems and generates specific actions that create 
solutions. Schon (1983) identified three phases of reflection: 1) reflection-for-action; 2) 
reflection-in-action; and 3) reflection-on-action. To ensure that reflection promotes 
action, a process must be recorded in which information is gathered, analyzed, and 
evaluated through implementation of reflective practice (Sparks-Langer & Colton, 1991).  
Reflective practice between a school leader and a teacher provides a means for coaching, 
mentoring, and examining instructional practices that will benefit student achievement.  
 Self-Efficacy.  Rotter’s (1975) locus of control theory contributed to the 
understanding of self-efficacy. This theory maintained that actions result in predictable 
outcomes. An individual who believes in their ability to control an outcome as a result of 
their actions has an awareness of their internal control. A teacher may believe they 
possess the ability to instruct well and can impact internal factors that are obstacles to 
learning through effort and skill. By contrast, Rotter (1975) declared that individuals who 
did not believe they could overcome external factors resulted in perceptions of luck, 
chance, or fate. In a classroom environment, the variables of the students’ home 
environment or economic status may be considered external factors over which teachers 
would believe that they had little control and may not be able to overcome these variables 
through their instruction. Teacher efficacy has an impact upon the mindset of teachers. 
 Bandura’s Social Cognitive Theory described the concept of efficacy through 
specific behaviors: mastery accomplishment, experiences, social persuasion and 
emotional gratification (Bandura, 1977; Grendler, 2009). Teachers with high self-efficacy 
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possessed a confidence in their ability to instruct students, had high expectations for 
students to succeed, and persisted in the face of challenges. Indeed, today’s school 
leaders must work with their teaching staff in order to create opportunities to improve 
teachers’ instructional skills and perceptions of self-efficacy, as these teachers willingly 
persist in generating new ideas to help students succeed academically. Professional 
development deepens the application of instructional skills through practice, modeling, 
and self-evaluation. When an individual possesses a high perception of efficacy, they 
persist in the face of challenge, making more attempts to refine their skills to address 
students’ needs. Efficacious teachers believe that they can make a difference to students 
through their relationships and instructional practices they utilize.   
 In summary, this study is underpinned by theory and practical experience within 
the field. Principal/school administrator leadership, reflective practice, and teachers’ 
perceptions of self-efficacy have guided the researcher’s conceptual framework of this 
study. In addition, the researcher was familiar with the school administrators, teachers 
and school culture at the site where the research was conducted, enabling candid 
responses by participants.  
Definition of Terms 
For the purposes of this study, it is necessary to define terminology that will be 
used extensively and also maintain a frame of reference in concepts and ideas that are 
interwoven throughout the study. 
locus-of-control theory – Rotter identified internal and external sources of control as  
 motivators. Internal control implies that a person can influence learning through  
 their skills while external control implies that various outside factors and do not  
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 lie within a person’s influence; they have no impact upon change in this area  
 (Rotter, 1977). 
principal/school administrator – Principals and assistant principals are school  
 administrators. Two assistant principals participated in the study. They will be  
referred to as school administrators; they conducted reflective conversations with 
teachers individually to discuss student data and instructional actions. 
reflective practice – For the purpose of this study, reflective practice is an inquiry that  
 focuses on the effectiveness of instruction, but also on the underlying  
 assumptions, biases and values that they bring to the educational process.  
 Reflective practice is conducted through school administrator and teacher  
 conversations during which questions that are formulated to understand student  
 data results and plan actions of instruction that will promote student achievement.  
 Schon (1983) generated the theory of reflective practice and explained that  
 reflective practice has distinct phases:  
1) reflection-for-action - Reflection-for-action is essentially a planning stage in 
which the classroom practitioner examines the needs of students prior to 
instruction. 
2) reflection-in-action - Reflection-in-action occurs while teaching when 
teachers monitor and adjust to facilitate student learning based upon needs 
that emerge.  
3) reflection-on-action - Reflection-on-action can be performed after the 
instruction by the teacher, with school administrators or colleagues to frame 
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how the lesson’s impact could have been modified or expanded upon to 
impact student’s needs. 
reflexivity – Reflexivity broadens reflective practice by examining assumptions and  
underlying causes within a school framework that impact outcomes. Reflexivity 
helps in understanding a situation through applying prior experiences and 
knowledge as a connection. It is a means for communicating and resolving issues 
of concern.  
school administrator – For the purpose of this study, participants (two assistant  
principals) were the school administrators who conducted reflective practice 
about student data, instructional practices or  instructional decisions.  
self-efficacy – Self-efficacy refers to the personal beliefs about one’s capabilities to be  
 successful in tasks with novel or ambiguous elements (Grendler, 2009). It implies  
 that an  individual believes in their own capacity of influence over events that take 
place in their life. It is shaped by social cognitive theory. 
social cognitive theory – Social cognitive theory addresses the nature of the learning  
 process and the outcomes of learning. This is based on Bandura’s social cognitive  
 theory. Assumptions of social-cognitive learning theory are that a)  learners can  
 acquire information through observing others; b) make decisions about how to  
 enact the skill; and c) understand the relationship between the behavior,  
 environment, and emotion (Grendler, 2009). 
tacit knowledge – Tacit knowledge is described as implicit or implied, but unexpressed  
 knowledge. It is “knowing in action,” based on the understandings of a concept.  
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teacher self-efficacy – A teacher’s belief in their own capability to influence student 
learning through the practices they implement (Grendler, 2009).  
trust – a willingness to possess facets of honesty, benevolence, openness, reliability and  
 competence; to be vulnerable, believing that this openness will have no  
 repercussion or risk.  
Assumptions, Limitations, Delimitations 
 A number of assumptions will either validate or invalidate the study. Reflective 
practice through reflective conversations about student data will be in place to support the 
study. School administrators meet with their teachers individually to discuss standardized 
benchmark assessments and plan strategies with teachers to support student learning. 
Teachers were expected to plan and take action steps that tailor to students’ academic 
instruction needs and differentiate student activities for engagement. The experience and 
questioning probes by the administrator to enable them to effectively examine data results 
and identify specific needs would have improved over time. 
Prior to conducting the research, the researcher conducted a pilot study to test 
sub-questions that would result in qualitative data.  
During the study, the researcher utilized a survey, the Teachers Sense of Efficacy 
Scale, to acquire quantitative data from participants in one school building that identified 
teachers’ perceptions of self-efficacy, which was included in the study (Tschannen-
Moran et al., 2001). A number of limitations were considered. Reflective practice focused 
upon benchmark data results and the discussion about students’ academic needs. It was 
assumed that these reflective conversations took place after each quarterly assessment. It 
was discovered that the reflective conversations did not take place with all teachers at the 
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site; only reading or math teachers participated in the practice. Special Education and 
English Language Learner students were among the low-performing subgroups in the 
building. These teachers may have missed the critical opportunity for reflection about 
trends in the data and thoughtful changes implied for instruction. In addition, the 
participants of the reflective conversations also known as “Compelling Conversations” 
did not utilize the templates with fidelity, which was probably due to the unfamiliarity of 
reflective practice by all members of the administrative team. Teachers, however, did 
examine the data and record student growth. The personal relationship between the 
administrator and teacher may have varied, which could have improved or interfered with 
the reflective practice process. While the quality of the three interview sub-questions was 
reviewed by teachers and administrators outside of the building, the questions may have 
been too broad to yield more depth to the research based on reflective conversations.   
The delimitation of the study was that reflective practice was not explicitly 
defined for administrator to teacher conversation, but was based on student data and 
classroom need. The conversations were fluid, and the questions were based on data 
analysis and observations as a means to discover how to optimize student learning. The 
research presented a novelty, as there was limited research connecting how reflective 
practice impacts teachers’ sense of efficacy. This case study research attempted to 
understand how reflective practice promotes teacher self-efficacy. 
The researcher also believed that school administrators’ tenure at the site was a 
factor that impacted staff. The duration of time at the site could have impacted trust 
between administrator and teacher, as there was not enough time or interaction between 
them to establish enduring relationships. Teachers had adjusted to add fifth-grade 
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students in the building. At the time of the research, the district was converting 
elementary schools to a K-8 model, which would dissolve the middle school. The 
researcher assumed that teacher morale was impacted by uncertainty for the upcoming 
reconfiguration of the K-8 model and how it would impact secondary teachers instructing 
grades 7 and 8.   
Summary 
A need existed to understand how reflective practice through conversations 
between school leadership and their teachers could promote teachers’ self-efficacy and 
whether the reflective practice can influence professional practices that optimize 
students’ academic instruction. The research study proposed in this chapter utilized a 
mixed-methods approach to explore the research question, “How does reflective practice 
promote teachers’ perceptions of self-efficacy?” This study is underpinned by theory and 
practical experience within the field. Principal/school administrator leadership, reflective 
practice, and teachers’ perceptions of self-efficacy guided the researcher’s conceptual 
framework for this study. The researcher’s familiarity with the site, school administrators, 
and teachers enabled access to the research environment and participants. 
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CHAPTER 2: The Literature Review 
Introduction of the Problem 
There is urgency within the urban school environment to provide a quality 
education for all students, where extremes of poverty, language, and learning obstacles 
exist. Further complicating matters for schools are state and federal mandates such as the 
No Child Left Behind Act of 2001 (United States Department of Education, 2002), 
where student achievement goals increase incrementally and punitive consequences are 
designed for failing schools that have not met the mandates of adequate yearly progress. 
Principals/school administrators must encourage their teachers to enter into the 
classroom with high expectations, renewed energies, and a professional capacity to teach 
all children to ensure their academic success. They must be instructional leaders to 
impact teachers’ professional practices and create a culture where student achievement is 
the focus of the school entity. 
The purpose of this literature review was to understand how reflective practice 
promoted teachers’ perceptions of self-efficacy. This understanding can lead to finding 
solutions to providing quality education to students within an urban environment. Self-
efficacy is dependent upon the perceived level of competency or mastery of the 
individual teacher and their belief that they can accomplish the task successfully 
(Bandura, 1977). School administrators have an indirect effect on student achievement 
(Cotton, 2003). The necessary components to ensure that students succeed must be 
conveyed by the principal/school administrator to teachers in a positive, attainable 
fashion. To transfer ideas to teachers, school administrators must make conscious efforts 
to interact with their staff about professional practice in an approach that encourages and 
develops trust (Wahlstrom, 2008). In so doing, principals/school leaders can have an 
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effect on their staff that can bring about changes in professional actions and attitudes, 
from the use of ineffective practices to new, research-based practices that become 
systemic at the building level and create a school-based professional learning 
community.  
This literature review has focused upon three themes that provide the framework 
for this study. The first theme focused upon principal leadership characteristics that 
support teachers and the school community. A second theme centered on the use of 
reflection through conversations to impact instructional practices. Finally, a third theme 
related to understanding teachers’ sense of self-efficacy. These three themes contributed 
to the research study in order to acknowledge how principal leadership can impact 
teachers’ self-efficacy through reflective conversations that focus upon student learning 
needs.  
Conceptual Framework 
The conceptual framework that guided this review of the literature is found in 
Figure 2. As shown in the diagram, three themes emerged from the literature review.  
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Figure 2: Literature Review Themes 
 
 
The first theme indicated that the role of principal/school administrator has moved 
from the management of a school building to that of organizing the role of staff to 
provide strong academic instruction for students. The leader nurtures commitment in 
teachers by focusing on a shared a mission, vision, and set of goals. Principals/school 
administrators build new patterns of relationships that can sustain change beyond the 
realm of the principal leader (Leithwood et al., 1999). This provides staff members within 
the school the ability to create common practices to meet the needs of students. School 
administrators build stakeholders within their building by encouraging staff to share in 
the decision-making process. Research conducted by Ross et al. related, 
“Transformational leadership consistently predicted the willingness of teachers to exert 
extra effort and to change their classroom practices and/or attitudes” (2006, p. 180).  
Trust between the principal/school administrator leadership and staff members is 
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essential so that all communication can be focused upon students and their academic 
success.  
The second theme that emerged from the literature is that of reflective practice. 
Reflective practice enables teachers to contemplate about instructional practices to 
optimize students’ success. Such reflection is a purposeful action that requires 
collaboration between the school administrator and teacher to support student success 
(Schon, 1983; McAlpine et al., 1999). Within the school environment, reflective practice 
requires an open and ongoing dialogue between school administration and teachers as 
they discuss instructional practices and plan specific action steps that will create optimal 
learning. Student data must be examined in order to assess the needs of individual 
students and plan actions steps that will support success as well as remove obstacles in 
the learning process. For teachers, the school administrator becomes their coach and 
mentor as they critically focus upon the most effective means to address student learning 
needs (Sparks-Langer et al., 1991). This collaboration between the school administrator 
and the teacher can lead to an improved sense of teacher efficacy: a construct that is 
initiated within the teacher as a belief that they have the skills and capacity to support 
student success. Transformational leadership has an effect on teachers’ commitment to 
change (Ross et al., 2006). 
The third theme within the conceptual framework is that of teacher efficacy. 
Social Learning Theory (Bandura, 1997) explains teacher efficacy, a belief in his/her 
teaching ability, which can become a powerful influence. Teacher efficacy impacts 
teacher effectiveness because they perceive themselves capable of transferring skills to 
students. Therefore, teachers with high efficacy can persist with challenging students 
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because they believe they have an impact on the student and their ability to learn. 
Efficacious teachers become more confident in their instructional practices through 
consistently monitored practices and their students reap the benefit of achievement. 
Teachers will exercise more creativity and innovation as a result of their own efforts 
(Ross et al., 2006).   
The three themes are interrelated and are not distinctly separate from each other, 
but rather, they are interconnected due to the relationships between leaders and teachers. 
The interaction of school leadership with teachers may help to promote optimal practices, 
which may promote a teacher’s sense of self-efficacy. This leads to improved 
instructional practices.  
Literature Review 
 Principal Leadership. 
Instructional leadership. Instructional leadership has an impact upon students 
and teachers. Cotton related the many attributes effective principals/school administrators 
must possess. In addition, “a principal’s strong focus on academics is a key determinant 
of school achievement outcomes” (Cotton, 2003, p.9). Principals are expected to be 
change agents who will align effective programs, model their expectations, and clearly 
communicate high expectations for student learning through missions, vision, mottos and 
goals. Principals facilitate the means to generate solutions to situations that hinder student 
achievement. Successful school leaders use student data to improve programs and 
monitor student progress to support student achievement. Cotton’s research related five 
areas that impact school culture stem from the principal leadership: 1) a clear focus with 
high expectation for learning; 2) accessibility, communication and inter-personal 
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relationships; 3) shared decision-making and, collaborative engagement; 4) instructional 
knowledge and application of strategies for learning; and 5) accountability to monitor 
progress and program improvement. Effective principal/administrator leadership must 
facilitate conversation about instructional approaches, which influences student progress 
indirectly through building teachers’ efficacy. As principals/school administrators 
support teachers’ self-efficacy through modeling, coaching, and reflecting upon 
instructional practice, student achievement is directly impacted (Cotton, 2003). 
Due to the focus upon No Child Left Behind (NCLB) legislation (USDE, 2002), a 
federally mandated law that requires student achievement growth, academic achievement 
is examined closely at the state and district level. Schools that have not met the 
requirements of NCLB have had sanctions against on them. Accountability is measured 
by standardized assessments, through which a school’s progress and compliance is noted 
by state authorities. Principals/school administrators are held responsible for staff 
accountability. It is their influence upon teachers that will create an atmosphere for 
accelerated academic achievement. To be perceived as instructional leaders, 
principals/school administrators must assert their influence to create an awareness of 
specific practices and enable outcomes that ignite student learning opportunities.  
Effective school leadership must support teachers by building their efficacy, a belief that 
teachers can provide explicit instruction to students, as principals/school administrators 
are held responsible for student testing scores (Goldring, Spillane, Huff, Barnes, & 
Supovitz, 2006).  
Marks and Nance (2007) conducted a study to investigate the impact of NCLB 
accountability upon principal leadership, due to the focus on student performance on 
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high-stakes accountability testing. As a result of NCLB legislation, principals/school 
administrators must focus heavily upon curriculum and standards to support performance 
tasks and student achievement data. School leaders are required to respond to state and 
federal mandates through implementation at the local level. This requires a 
principal/school administrator to make rapid change to meet the necessary goals (Marks 
et al., 2007). In addition, school boards and parent activist groups sometime complicate 
the control and operation of the school and make the school leaders’ job more difficult. 
Teachers are asked to perform their work differently based upon outside factors placed 
upon schools. To create an optimal forum for transformation within a school, 
collaboration and shared leadership are needed to bring teaching professionals into the 
decision-making process as stakeholders to create an environment that maximizes student 
learning and achievement. When teachers are able to support instructional decisions as 
stakeholders in finding solutions, mandates from legislation appear less negative by 
school staff. This study indicated that principals must lead teachers to transform their 
practices through shared leadership to refine standards-based curriculum and instruction 
to impact student performance (Marks et al., 2007). The researchers suggested future 
research could be based on their study to understand how both schools and principals are 
making adaptations to support student learning. 
Researchers noted the accountability of NCLB reformation and strong focus upon 
student achievement outcomes. Gentilucci and Muto (2007) investigated a principal’s 
influence on student achievement through a different realm which included surveying 
students for their perceptions of effective principals. These researchers classified the 
behaviors of principals as 1) direct, one over which there is specific interaction or 2) 
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indirect, one which included the effect of decisions they made for the school. Findings 
indicated students’ perceptions of principal actions. This implied that principals must be 
active influencers, who are visible and collaborative with teachers and show interest in 
how instruction takes place within the school environment to ensure students’ success. 
Students noticed when principals interacted with teachers and students about academic 
content or review of student work. Students validated instructional conversations between 
principals and teachers and interpreted such interactions as a means to support students 
and the academic environment (Gentilucci et al., 2007). This study indicated that students 
believe principals can influence student behaviors by their actions. Students perceive that 
their school leader must be visible, interact with their students and teachers about 
curriculum and instruction to make an impact on them (Gentilucci et al., 2007).  
Barnett and McCormick (2004) investigated the effects of transformational 
leadership versus transactional leadership and the effect upon teachers. Transformational 
leaders must value learning and support staff in optimizing skills for instruction as a 
learning leader. Before this can occur as a faculty, the individual relationships must be 
established between the principal and each teacher (Barnett et al., 2004). Research 
indicated principal leadership has an impact on the school culture in these areas: 1) 
individual teacher concern, 2) vision on teaching excellence, 3) (intrinsic) task focus 
goals that improve the quality of instruction practices, and 4) the principal-teacher 
expectation for teaching and instruction, which result in the (extrinsic) performance focus 
on instruction as an outcome (Barnett et al., 2004). 
 Principals/school administrators must build relationships build with teachers 
within their school. Personal motivation and commitment is more easily enabled through 
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a cultural change within the school (Barnett et al., 2004). While principals are called 
upon to bring about building reform, they can appeal to teacher stakeholders to initiate 
new ideas for how to tackle challenging obstacles. As principals carry out the educational 
programs that facilitate students’ academic learning, transformational leadership 
embraces the input of teachers to implement changes that are tailored to their school 
environment and population (Barnett et al., 2004). 
 Transformational leadership enables a sense of trust from principal-to-teacher 
relationships. When staff members perceive that their principal leader is trustworthy, they 
are more willing to follow the mission and vision and work toward implementing 
initiatives that will enable student academic achievement (Barnett et al., 2004.) Barnett 
described two forms of goals that impact outcomes: task goals and performance goals. 
Task focus is intrinsic and based on the value of learning, gaining and building upon 
skills, and improving the level of expertise. Performance goals focus upon acquiring 
skills that are measured through performance (Barnett et al., 2004). Both task and 
performance focus may influence a teacher’s perception of efficacy. Positive school 
culture is a by-product of effective transformational leadership in which all stakeholders 
take ownership of initiatives and focus upon how they will implement the changes 
despite obstacles. Positive school culture increases job satisfaction and collective efficacy 
(Barnett et al., 2004). As educators focus their work in a collegial setting, staff members 
build their own capacity and broaden their skill applications. This leads to collective 
efficacy, where teachers can rely on each other to support their needs. Collective efficacy 
builds a foundation within the school upon which sustainable learning environments can 
be constructed. 
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Research conducted by Ross and Gray (2006) indicated that transformational 
leadership practices impact the relationships within a school to enable it to function more 
effectively. As a result of a clear mission, vision and goals, teachers make a professional 
commitment as they understand what they are trying to accomplish. The school leader 
provides intellectual stimulation by sharing the means to accomplish goals. A strong 
organizational culture is the result of the efforts and actions that expand goals that form a 
collective knowledge base. The transformational leader also establishes relationships 
among the teaching staff to ensure that the organization achieves the goals they set out to 
accomplish. Transformational principals enable teachers to voice their ideas when they 
collaboratively work toward establishing a mission, vision and goals (Ross, et al., 2006). 
As a result, teacher efficacy emerges to define a teacher’s professional behaviors (Ross, 
et al., 2006). 
Goldring, et al., (2006) measured leadership competence and expertise through a 
series of scenarios and surveys. They found that in order for teachers to meet the 
academic needs of their students, they must be supported by principal/school 
administrator leadership that builds the capacity of teaching professionals and instills 
self-efficacy, a belief in their own capability, to instruct students that will support 
academic achievement. Principals/school administrators who are confident in their 
instructional leadership are visible in classrooms and monitor the instruction taking place. 
School leaders who are confident in their instructional knowledge monitor instructional 
practices carried out within their school. School leaders who are confident in their 
professional knowledge and practice are deliberate in sharing how to best instruct 
students.  A strong correlation exists between a school leader’s ability to transfer data-
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based decision making with monitoring for instructional improvement (Goldring et al., 
2006). 
Fullan (2008) stated that organizations must facilitate opportunities for employees 
to grow professionally. To maintain a vibrant learning organization, schools must invest 
in the professionalism of their staff as the school entity’s greatest investment. Further, 
collaboration is vital in order to build collective efficacy as a professional learning 
community. Principal leadership must invest in their staff to build their capacity. In so 
doing, others can take on responsibility to make the school a more effective learning 
organization. Reflective practice is required to improve the quality of education that is 
provided to students. Learning opportunities must be ongoing to stimulate and motivate 
staff to strive for excellence. Leadership must contribute to the success of their school 
organization by creating opportunities for teachers to interact and improve their practices.  
Heifitz and Linsky (2002) discussed the changing role of leadership in 
challenging times. For leadership to be successful, the leader must value the social 
capacity within the environment and motivate constituents to be flexible and adaptable to 
internal and external influences, which will ensure that organization can remain in 
existence. Within school leadership, goals must be shared with the teacher-stakeholders. 
Technical skills ensure that expertise lies within the system; adaptable skills enable ideas 
so that the organization can be flexible and modify for new requirements (Heifitz, 2002). 
Leaders who transform an organization must be able to distinguish the nuances of roles 
and everyday practices within their school, but also be aware of the broader realm of the 
district or state with implications of decisions. Learning organizations must be dynamic 
and adaptable to change in order to meet the growing needs of learners and the 
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complexities of school organizations. Technical and adaptable skills are necessary within 
a vibrant, self-sustaining organization. 
Transformational leadership within the school has a direct impact on teachers 
through the commitment to the vision. Noting the direct impact of transformational 
leadership on teacher efforts, Geijsel (2003) shared that indirect effects result in teacher 
motivation and commitment. Collective efforts by teachers create positive relationships 
that lead to a greater effort and commitment to goals of the school organization (Geijsel 
et al., 2003). When teachers feel included in the decision-making process, they become 
involved in school-based decisions and take responsibility for practices to become part of 
the culture.  
Williams’ (2007) study researched characteristics of urban principals by 
examining emotional and social intelligence and how they are adapted in the school 
environment. The research investigated traits of twenty principals within a single school 
district. High accountability has resulted from school reform which has compelled school 
leaders to possess a broad range of skills. In addition, this study suggested that 
professional development must be provided to meet the strengths and needs of school 
principals to enable them to develop to their full potential as an instructional leader.  
Principals/school administrators must set high expectations for student 
achievement and show enthusiasm for student learning. In addition, school leaders must 
prioritize a focused set of actions that lead to changes in instructional practices. 
Communication is critical as the school leader must reach beyond the school to 
collaborate with other organizations to support students’ complex needs. The most 
effective instructional leaders focus on student achievement that taps social and 
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emotional intelligence. Effective principals must also look within their school to be aware 
of teachers’ reactions to demands that occur within and beyond the school. Instructional 
leaders must set high expectations for students and support, model and coach their 
teaching staff to improve the quality of instruction for students (Williams, 2007).  
Principal leadership has been positively related to student achievement if efforts are 
focused upon goals that impact student achievement. Williams’ research indicated that 
outstanding principals create an alignment, collaborate with the community, and build 
individual relationships that contribute to student learning. A leadership model should be 
in place to build the capacity of the principal’s skills and broaden their personal strengths 
(Williams, 2007). Principals must first cultivate then sustain trusting relationships with 
their staff to promote professional growth (Tschannen-Moran & Gareis, 2004). Teachers 
must feel confident that their leader “will do whatever is possible to help them develop as 
professionals” (Tschannen-Moran et al., 2004, p. 37).   
 Research conducted by Marks and Printy (2003) indicated that principals have 
been compelled to shift their role from that of the manager to the instructional leader 
based on school reform. Their findings indicated that “integrated leadership–
transformational leadership coupled with shared instructional leadership,” became the 
culture in high performing schools (Marks, et al, 2003, p. 392). Teachers must perceive 
their principal/school administrator as the instructional leader who is knowledgeable of 
strategies for effective teaching and can support their use. Shared leadership is 
transformational and enhances collaboration, consensus, and commitment within a 
professional learning community. When building teacher efficacy, principals reflect 
upon the skills that promote professional growth and extend trust. The researchers noted 
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that principals who share their leadership with staff are less likely to experience “burn-
out” as a result of trying to resolve all issues alone (Marks et al., 2003). 
Wahlstrom and Louis (2008) conducted a study funded by the Wallace 
Foundation on factors of effective schools. Social aspects were explored as a means of 
understanding how teacher-to-teacher or principal-to-teacher interactions supported 
student learning. Their findings indicated that collaboration among teachers to discuss 
instructional practices exceeded the importance of trust in the school leader. Teacher-
belief in the school leader, however, develops an internal structure that enables effective 
practices to become embedded within a school.  
A school administrator has an indirect effect on students, but has a direct impact 
on the professional development of staff, which influences the instructional practices 
that take place in the school. An important finding indicated that trust became a less 
important factor when principals invited their teachers to become participants in school 
leadership. When relationships are established and people value and trust their 
colleagues, efficacy broadens the skills within the learning community to that of 
collective nature and creates more systemic practices among faculty (Wahlstrom et al., 
2008). 
Principals/school administrators must possess a wide array of skills to develop a 
culture for learning. Because principals/school administrators have an indirect effect on 
student achievement, they must become the architects in developing their teachers’ 
capacity, which does have a direct effect on their teachers’ instructional practices that 
lead to increased student achievement. Principals must envision a solid framework for 
instructional practices and communicate their vision to assistant principals/school 
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administrators and teachers, who can implement the structures to promote student 
achievement.  
District administration can have an impact on principal leadership and their self-
efficacy. If principals believe that their environment is managed or controlled by 
underlying or outside factors, it will have an impact on their school environment and 
their own leadership efficacy (Mitgang, 2008). Building leadership efficacy is 
influenced by school system conditions which may be imposed upon principals/school 
administrators and their teachers. Principals must be provided the same opportunity to 
collaborate and build their professional skills with colleagues in order to create an 
efficacious environment with their staff. District organizations must support the school 
leaders who in turn facilitate teachers’ instruction to impact student achievement.  
Trust. Trust enables honesty during discussion. “Trust is dispensable to the 
successful exchange of ideas” (Stronge, 2007, p. 20). Therefore, when addressing student 
academic deficiencies, principals/school administrators must facilitate opportunities that 
enable teachers to reflect upon students’ needs to address their learning. The 
principal/school administrator must take action to ensure that honest dialogue can occur.  
“It is the responsibility of the person with greater power to take the initiative to build and 
sustain trusting relationships (Tschannen-Moran, 2004, p. 35). To be recognized as 
trustworthy, staff must recognize a school leader's personal integrity in truthfulness, 
honesty, and honoring promises. 
 Interactions and on-going communication between principals/school 
administrators and their teachers optimize the instructional capacity of teachers and build 
a systemic approach within the educational culture. If teachers do not perceive a positive 
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relationship with their principal/school administrator or have mistrust for their leader, a 
possible limitation will be that teachers will be less apt to share vulnerabilities with their 
leader due to fear of reprisal. If they question their own teaching competency, they could 
be less inclined to be open to new instructional practices and building-level initiatives. 
However, if the element of trust is woven into the fabric of the relationships within a 
building, a learning culture can be promoted that builds professional efficacy.   
As principals facilitate teachers through more reflective practice, they encourage 
collaboration within their building to improve instruction. (Stronge, Richard, & Catano, 
2008). Through professional development, teaching staff will become receptive to 
modeling effective strategies and monitoring instructional practices which enhance 
teacher efficacy. Teachers who are confident in their professional practice can impact 
student achievement through their execution of high-quality instructional strategies 
(Stronge, 2007). This concurs with teacher self-efficacy theory. As individuals believe 
that they have the capacity to have an influence, they extend their efforts to ensure a 
successful outcome. 
Trust is a factor in supporting professional practices. Byrk and Schneider (2003)  
related, “When school professionals trust one another and sense support from parents, 
they feel safe to experiment with new practices.” By establishing relationships of trust, 
teachers can help to “support a moral imperative to take on the difficult work of school 
improvement” (Byrk et al., 2003, p.43). Trust is an understanding of what you are 
expected to do and, in the school setting, the belief that your colleagues will uphold the 
same expectations to support common initiatives and values. Collaboration requires a 
mutual dependence and agreement in decision-making within the school. Participants 
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take intentional action through respect, personal regard, and competence in 
professionalism and personal integrity to yield relational trust and build a sense of 
community. Trust grows through interactions and conversations in which people can 
express and agree upon actions that validate expectations. Thus, when school culture 
lacks the important element of trust, less collaboration occurs and consequently, 
academic gains are not systemic (Byrk et al, 2003).   
Principals must create an environment for trusting relationships within the school 
through developing opportunities for collaboration (Tschannen-Moran, 2004). When 
mutual beliefs have been established within the school culture, collaboration becomes 
the mechanism to impart instructional strategies and model reflective practices. This 
deliberate approach encourages collegiality and frames support of teachers’ self-
efficacy. Since principals/school administrators have an indirect approach on student 
instruction, their investment in the capital of teachers and their quality instruction is the 
vehicle through which system change can occur. School administrator leadership takes 
action to ensure change through the relationships they build within the school.  
Reflective Practice. Reflective practice, can be defined as “an inquiry that 
focuses on the effectiveness of instruction, but also on the underlying assumptions, biases 
and values that they bring to the educational process” (York-Barr et al., 2001, p. 10).  
Reflective practice is an abstract concept defined by Schon (1983) as a means of 
examining practice through explicit knowledge or tacit knowledge. Schon has been 
attributed to the notion of reflective practice as a deliberate means of thinking to 
improve an outcome. Schon further defined reflective practice as 1) reflection-for-
action, a planning stage for optimizing instruction; 2) reflection-in-action, a time during 
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instruction that teachers make change and better facilitate their instruction based on 
student needs; and 3) reflection-on-action, a post-instruction analysis for optimizing next 
instructional steps. Explicit knowledge can be described by observable practices and 
actions as a form of artistry. Tacit knowledge is theory-based and constructivist in 
nature: tacit knowledge is discovered. It is “knowing in action” and intuitive (Kinsella, 
2007). Reflective practice must employ metacognition to utilize skill-based 
competencies and thoughtful insight to examine one’s own behavior.  
Forms of reflective practice. Teaching practices must be examined for 
effectiveness; without this action, changes may not occur. “The magic that bridges the 
heart and the head is reflective thinking” (Danielson, 2008, p.130). Four forms of 
reflective practice or thinking were described in Danielson’s article: 1) technical, 2) 
situational, 3) deliberate, and 4) dialectic thinking. Danielson related that teachers vary at 
levels of teaching mastery, but “not all teachers are equally adept at posing, analyzing, 
and solving problems” (Danielson, 2008, p.130). Moreover, many teachers do not spend 
time reflecting about their lessons in order to repeat the practices that made them 
successful. Reflection can be used to deepen instruction and improve professional 
practices, but this is used infrequently (Danielson, 2008). Portions of teacher journals 
provided examples to illustrate each form.  
Effective teachers should constantly be thinking about what makes their 
instruction effective for students. Technical thinking relates routines teachers plan 
within a classroom so that things can be efficient. Examples of technical thinking are 
routines such as fire drills or attendance record-keeping (Danielson, 2008). Situational 
reflection addresses a moment of time in which something when it occurs, such as 
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student misbehavior and the response to address it (Danielson, 2008; Wellington, & 
Austin, 1996). Deliberate thinking addresses purposeful reflection to process thinking 
and determine what can make instruction meaningful to students or better understand 
problems to make informed decisions (Danielson, 2008; Wellington et al., 1996). 
Finally, reflexive dialectic thinking helps teachers to change practices that transform 
classroom practices, such as new ways to deal with student discipline issues that have 
been ongoing. Without pausing to think about new ways to change practices through 
organizational systems and collaborative experiences, there is little chance that they will 
occur. If the reflection is tacit, it should be explored it until it becomes explicit so that 
change can occur within the instructional practices. 
Reflective practice is a problem-solving activity in which teachers seek solutions 
to challenges they encounter within the classroom. Resolution to a problem requires the 
identification of a problem, options for resolutions specific goals to attain the desired 
state, and constant review (Yost, Sentner, & Forlenza-Bailey, 2000). Reflection, 
therefore, is an important  consideration for pre-service teachers as well as experienced 
teachers. This implies that teachers must continue to seek solutions that support 
students’ academic instruction. 
Reflection must be deliberate as a means to examine the impact of instruction. 
“The opposite of routine, reflective practice can be described as a spontaneous and 
deliberate reaction to a unique set of circumstances” (Giovannelli, 2005, p. 293). 
Reflective practice includes:1) focusing on a problem, 2) reflection on multiple means to 
interpret and resolve the problem and, 3) examining multiple solutions for the most 
appropriate one to address the problem (Giovannelli, 2005). While this study was 
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conducted on potential teaching candidates, her review of the literature found that 
classroom management, instructional behavior, classroom organization, and teacher 
expectation were critical elements to effective teaching (Giovannelli, 2003).  
Schon (1983) indicated that reflection-on-action refers to thinking about practices 
after they have occurred. Reflection-in-action refers to adaptations made when teaching 
the lesson to improve the instructional outcome for students. Postholm suggested that 
teachers should study their own teaching activities with a researcher’s eye. In so doing, 
reflective practice encourages teachers to improve their lessons because they have used a 
critical stance to improve their instruction. Postholm noted that reflective practice aides 
teachers in “knowing why” linking a “tighter connection between theory and practice 
that would make teachers more secure in their profession” (2008, p.1727). 
Collaboration. A problem realized is that principals/school administrators do not 
meet frequently with their teachers individually. As a result, opportunities may not exist 
in order to discuss teachers’ strengths or needs. Reflective conversations that transpire 
between the school administrator and teacher can provide a focus on a teacher’s 
individual professional development needs. In addition, this time of collaboration can 
support the development of relationships and enhance the school culture for learning. 
Principals/school administrators must establish a collaborative relationship in which they 
can extend their influence on instructional practices and create a relationship of trust as 
they collaborate to support student achievement.  
Leadership through a principal/school administrator is the change agent to ensure 
that a positive school culture is enabled and that effective instructional practices are 
implemented. Reflective practice provides an opportunity for teachers and 
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principals/school administrators to examine student data and plan actions to ensure 
students’ success (Piercy, 2006). The importance of trust-filled relationships between 
school administrators and teachers must be established in order to examine student 
achievement data and reflect upon actions that will enhance students’ academic 
achievement. Piercy (2006) found that a consistent framework is needed to create an 
opportunity for dialogue and include prescriptive elements: 1) building relationships on 
trust, which are essential for creating a willingness to improve professionalism; 2) 
principal leadership guiding reflective conversations about student data and needs; and 
3) addressing professional practices and removing barriers to either the professional or 
student needs. Reflective practice provides access to the principal and an avenue to build 
collegiality that supports the focus on students’ educational experiences. Building 
relationships of trust, principals enable reflection that will enhance teaching practices to 
reach student social, emotional or academic needs and establish a collaborative 
relationship to focus upon student achievement (Piercy, 2006). 
Professional practice  In order to ensure effective instruction, teachers must 
utilize knowledge and reflection to bring about necessary changes through their 
instructional actions (McAlpine et al., 1999, p. 131). McAlpine’s research offered a 
model for reflection that included five interrelated components that configure around 
goals: 1) knowledge of the subject content, 2) planning actions, 3) monitoring and 
feedback for mastery, and 4) decision-making. While the goal may be fixed, the other 
components are variables that must be modified to produce the goals. Knowledge and 
action are necessary components for teachers. Monitoring and decision making are 
components to make adjustments (McAlpine et al., 1999).  Without ongoing reflection 
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about instructional goals, actions that are taken, monitoring, practices, may not meet the 
needs of students.  
Effective principal/school administrator leadership encouraged teachers to reflect 
upon their own professional practices. In their study, Blasé et al. (2000) found that 
reflectivity changed teacher behavior as they contemplated their instruction. As a result 
of their study, these researchers advocated talking with teachers in order to facilitate their 
own reflection (Blasé & Blasé, 2000). During the interactions, principal leaders can 
model the same effective practices that teachers should offer students such as feedback, 
interaction, praise, and learning. Effective administrator leadership extends inquiry about 
students’ academic concerns with teachers to determine a collaborative resolution. Such 
leadership is transformational and does not offer a rigid approach, but instead builds the 
capacity of teachers through inquiry, coaching, feedback, modeling, and reflection. To 
create a positive school culture, administrators and teachers must interact frequently 
through reflective dialogue to change practices within a school’s culture (Blasé et al., 
2000).   
During conversations with reflection, there is an opportunity to examine what 
made a lesson successful or unsuccessful. Reflective conversations between a 
principal/school administrator and a teacher may take time to plan, but it is an 
investment in supporting the teaching professional. Setting the time aside helps them 
develop a relationship that encourages them to bring ideas and actions into alignment 
(Piercy, 2006). This provides a set time in which the principal/school administrator may 
mentor teachers, similar to a coach, and discuss professional practices. Reflective 
conversations promote teacher efficacy through providing time to discuss student data 
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and progress, as well as professional practices that would promote student achievement.  
This concurs with research metacognitive model for reflection (McAlpine et al., 1999). 
Romano (2006) discussed the need to “engage in reflection to make critical 
decisions about how to respond to particular problems in practice” (Romano, 2006, p. 
973).  The research indicated that reflection must be a conscious practice of teachers to 
locate problems and solutions that address the students’ need. “Unpacking and examining 
those reflections becomes necessary for the teacher who wishes to continually develop as 
an effective practitioner,” Romano stated (2006, p. 974). Without a mechanism in place 
to constantly examine and address students’ instructional needs, teachers may not make 
the most effective instructional decisions and may operate on assumptions, not 
necessarily know the causal factors.  
Principals/school administrators have an impact upon teachers. “The principal is 
seen as a key agent at the school level, initiating change by raising the level of 
expectations (Tschannen-Moran et al., 2004). Many teachers lack the trust in their 
principal/school administrator leader because they have not developed a relationship with 
them or worked collaboratively within a professional learning community. To develop 
rapport with teachers, principals/school administrators must meet regularly with them and 
guide their professional approaches through reflective data conversations. Such 
interaction within a collaborative learning community could bring about change in 
teaching practices; however, the opportunity to speak about student achievement through 
data analysis and instructional practices opens an avenue for the principal/school 
administrator to become the teachers’ coach and mentor. Collaboration with school 
leadership leads to collegial planning in a professional learning community within the 
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school. This is validated through social learning theory: When teachers work together to 
achieve a common goal, they establish common procedural norms, which enable them to 
become more satisfied in their teaching role. This causes teachers to remain self-
motivated, able to face challenge, and take the initiative to collaborate.  
In summary, effective principals/school administrators ask challenging questions 
that help to expose ineffective practices and underlying obstacles that inhibit student 
learning. This includes reflective practice posed by principals/school administrators 
through focused, pertinent questions that prompt instructional change. During reflective 
conversations, an opportunity is provided in which principals/school administrators can 
model critical thinking and find solutions to the challenges that inhibit student 
achievement. Principals/school administrators can support data analysis skills of teachers 
and discuss practices that will advance student learning to build professional capacity. 
Without interpersonal interaction and close examination of instruction, change does not 
appear as urgent. The most effective manner in which to support student achievement is 
to encourage teachers to reflect upon their professional practice.  
 Teacher Efficacy 
Teachers with high efficacy have an intrinsic desire to continue to pursue high 
instructional goals, which enables them to build relationships with children and reach 
even the most challenging students (Brinson, & Steiner, 2008).  
Social cognitive theory. Within the classroom environment, teachers determine 
the best means to impart instructional practices. Teachers underlying thoughts can 
contribute to how well their students learn based upon their personal beliefs. Rotter’s 
(1975) locus of control theory formulated that internal and external factors were causal 
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factors in a person’s belief that they could accomplish a task. Internal locus of control 
addresses a person’s confidence in a skill or practice they possess that will influence the 
outcome of success, such as instructional skill or classroom management practices on 
possesses. External locus of control can be perceived to be out of the realm of a teacher’s 
influence, such as students’ economic status or home environment.   
Perceptions of internal-external locus of control related to social learning theory 
in the realm of human behavior. Four areas comprise this social learning theory: 
behavior, expectancy, reinforcement and psychological situations based on skill or 
chance (Rotter, 1975). It is the psychological portion that creates value, and therefore, 
reinforcement of a skill to receive an expected outcome (Rotter, 1975). Implications of 
this theory are that when success has been experienced by an individual using specific 
(instructional) skills, future success can be replicated.  
Bandura’s social cognitive theory has enabled research to expand the knowledge 
of self-efficacy, teacher self-efficacy, and collective efficacy. Components of Bandura’s 
social-cognitive theory as a means to change teachers’ perceptions are: 1) mastery 
experiences of the teacher; 2) vicarious experiences in which successful teachers serve as 
role models; 3) verbal persuasion that is supported with pertinent feedback; and 4) 
psychological or emotional arousal (Bandura, 1977). High teacher self-efficacy can be 
indicated by the teacher’s belief that they can overcome challenges of teaching based 
upon their own capacity (Cagle et al., 2009). Of the four means to increase teachers’ self-
efficacy, verbal persuasion is least effective (Bandura, 1977). 
Within the last decades, educational practices began to change for teachers from 
an isolated classroom to that of a collaborative school environment. Teacher efficacy 
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emerged from Bandura’s social cognitive theory, which includes cognitive, behavioral, 
and environmental factors of influence (Bandura, 1977). Self-efficacy is a perception 
about one’s belief that they possess the capacity to perform a task well. To apply this 
theory to teacher behavior in the school environment, teachers must pause to think about 
their personal instructional behavior, determine their actions through intentional 
behaviors, and change the manner in which they provide instruction that will be most 
effective for students based on their needs. Social cognitive learning theory eluded that 
people examine themselves for “sub-skills” that enable them to be effective teachers 
(Bandura, 1977). Basically, if one values a practice, he/she will incorporate into their 
repertoire of skills and make the effort to improve the skill until the practice is so 
ingrained that they can perform it without thinking about procedural steps. They will 
extend effort to ensure that students will success, despite outside limitations that are 
beyond a teachers’ control of influence.  
Efficacy. Efficacious teachers take action to reach all students through 
establishing relationships and supporting academic success (Tschannen-Moran, et al., 
2009).  “A teacher’s self-efficacy belief depends on the extent to which the teacher 
perceives their capacity to influence student performance” (Cagle & Hopkins, 2009, p. 
25). Tschannen-Moran et al (2001) indicated that “teacher efficacy is a belief in one’s 
judgment and capabilities that result in actions that lead to the organization desired 
outcomes for learning. 
Efficacy enables teachers to internalize rules of acceptable behaviors through their 
accomplishment, experiences, social persuasion, and emotional gratification (Bandura, 
1997). Therefore, teacher efficacy can impact classroom interactions between the student 
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and teacher as well as student achievement (Tschannen-Moran et al., 2001). Teachers 
who perceive that they possess the skills to help students succeed are more successful 
dealing with greater challenges, as they have the confidence and motivation to persist in 
their efforts (Ross et al., 2007). Self-efficacy is a concept that impacts cognitive 
processes, creates personal motivation, and stimulates affect, a willingness to prevail 
despite challenge (Protheroe, 2008). When teachers have mastered instructional strategies 
and can apply them as needed with learners, students benefit from teachers’ self-efficacy.  
Efficacy is an important characteristic of a quality teacher and has an impact on 
instructional outcomes. Self-efficacy is intangible, is not easily measured, has an indirect 
influence on others, and generates accepted norms within schools, such as 1) professional 
practices, 2) culture for learning and 3) interpersonal characteristics of the principals or 
teachers that lead to efficacy (Tschannen-Moran et al., 2001). Efficacious teachers 
determine within themselves that they have the ability to control outcomes based on their 
personal actions (Tschannen-Moran et al., 2001). Teachers with high self-efficacy 
continue to persist when learning challenges arise within the classroom. Teachers with 
high self-efficacy remain optimistic and are less critical of the students whom they 
instruct (Protheroe, 2008).  
A teacher’s self-perception determines their effect on student instruction as a 
result of their mastery of content knowledge, skills, and application. Teachers who doubt 
their teaching abilities may select less challenging tasks during instruction in fear of 
failure. Conversely, teachers with high self-efficacy have a strong belief that they have 
the experience and skills to support student learning and they convey high expectations to 
their students (Protheroe, 2008). Without confidence in personal sub-skills, one would 
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lack belief in their own ability and self-efficacy. While affirmation of a successful lesson 
may heighten teacher efficacy, unpleasant experiences also impact personal efficacy. 
Tschannen-Moran and Woolfolk (2004) relate that “high levels of stress or anxiety 
associated with a fear or losing control” adversely impact self-efficacy beliefs. 
Principals/school administrators must provide instructional leadership to instill a strong 
sense of teacher self-efficacy so that students do not suffer as a result of poor instruction. 
Researchers have attempted to understand and measure teachers’ perceptions of 
self-efficacy and capture “an elusive construct” by developing an instrument that captures 
teachers’ self-perceptions of efficacy (Tschannen-Moran et al., 2001, p. 783). Three areas 
of perception are examined that support empowerment of the teacher: classroom 
management, instructional practices, and student engagement. Tschannen-Moran and 
Woolfolk created a Likert-like scale that measures three specific themes through 
questions that focus on instructional practices, student engagement, and classroom 
management. These variables are critical as mastery competence for teachers as each area 
addresses a perception of teacher. Their measurement of perceptions of self-efficacy was 
found to be reliable based on the significance of the three themes in the Teachers’ Sense 
of Efficacy Scale (TSOES) (Tschannen-Moran et al., 2001).  
Hoy (2000) noted that efficacy is exhibited that a teacher's confidence in their 
ability to teach can support students’ learning. Efficacy is a critical component in the 
manner in which teachers create and sustain relationships with students. Collective 
efficacy is created by group collaboration, which can support individual teacher’s self-
efficacy. Practices that build teacher self-efficacy are acquired through observing the 
behavior of others, desiring to possess the behavior, and modeling and replicating the 
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behavior until it becomes an imbedded practice. An individual becomes self-motivated to 
learn how to perform the process well by thinking about it, practicing it, and self-
correcting for refinement as they continue to use the process towards mastery (Hoy, 
2000).  
Principals/school administrators are charged to be the educational leader to 
support student learning, however, as previously noted, their impact is indirect. Teachers 
serve in the capacity of day-to-day instruction. Therefore, school administrators must 
build a culture of learning through organizational collaboration that includes focusing on 
academic instruction, responding to teachers’ concerns providing relevant feedback, and 
innovating new concepts that support instruction. This creates a culture of collective 
interdependence and reliance on others within the school community and builds 
collective efficacy in the school community (Tschannen-Moran et al., 2001).  
Cagle and Hopkins (2009) discussed teacher self-efficacy and marginal teacher 
supervision. Teacher self-efficacy is a perception based upon the teacher’s beliefs in their 
instructional. These perceived skills that may contrast from their actual capability to 
ensure students’ success in the classroom (Cagle et al., 2009). However, High teacher 
self-efficacy has an impact on students and their instruction because efficacious teachers 
exhibit specific behaviors that lead to successful practices. Teachers with high efficacy 
set priority goals, put forth effort in helping students achieve, are persistent in working 
with challenging students, and possess a greater sense of resilience. Teacher self-efficacy 
increases when they believe that they have the ability to control factors, rather than base 
student success on luck or chance. Teachers who have high self-efficacy tend to criticize 
students less frequently, taking accountability for student motivation (Cagle et al., 2009). 
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Principals can support teachers’ self-efficacy by providing essential instructional 
knowledge and skills, creating opportunities for collaboration, and enabling self-
reflection (Brinson, 2007). Reflective practice encourages assessing what occurs in the 
classroom and enables change through adjusting one’s behavior to impact the situation.  
School administrators must encourage teachers as they support students through 
their instruction. However, Cagle et al. (2009) related that “little research has shown a 
positive relationship between principal support and the teacher sense of self-efficacy” (p. 
30). This may be because teachers often feel isolated in their teaching profession. They 
must be supported by the principal/school administrator to ensure that their instructional 
practices offer accepted standards of practice and that their actions benefit students. 
Principals/school administrators serve as the instructional leader and must support 
teachers in the role of a mentor or coach. This is particularly important with marginal 
teachers, who have less success because their skills sets are not as fully developed with 
differentiated practices (Tschannen-Moran, 2001). If school administrators understand 
Bandura’s factors that influence self-efficacy, “they can use these when supervising 
marginal teachers in order to improve classroom instruction and ultimately student 
learning” (Cagle et al., 2009, p. 25). Frequent interaction and feedback are necessary to 
support teachers’ instructional practice, as this has a direct effect on student instruction 
and their academic success. School leaders who are cognizant of the impact of self-
efficacy must nurture self-efficacy beliefs among their teachers (Cagle & Hopkins, 2009). 
In a study that involved Midwestern schools, sources of collective teacher 
efficacy were examined (Adams & Forsyth, 2006). The research was empirical and 
gathered data on varying school level perceptions by school grade level, school structure, 
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socio-economic disadvantage and prior academic experience of students. Findings 
indicated that collective efficacy is enabled when teachers can be adaptive and restructure 
their environment to better meet the needs of their students. The teaching task outcome 
and teacher competence factored into teachers’ perceptions of collective efficacy. Despite 
challenging circumstances, school leadership and teachers must be flexible and 
collaborative to devise new ways to address challenges and implementing change to build 
collective efficacy. When teachers are enabled within their school, collective efficacy 
extends best practices beyond the individual classroom teachers to the realm of the entire 
school.  An interesting finding in this study noted that high poverty schools that instruct 
higher grade levels of students are often limited by the structural configurations of the 
school, such as scheduling issues that limit time for teachers to meet as learning 
communities to resolve the unique issues that exist within the school (Adams et al., 
2006). When teachers receive feedback that provides specific and constructive ways to 
improve, they are likely to improve their professional practice (Protheroe, 2008). 
Teachers who have established trust with their educational leaders and colleagues 
become self-motivated and collaborate on school improvement issues, which help sustain 
a positive school climate (Moye, Henkin, & Egley, 2005). As a result of purposeful 
interactions through collaborative professional learning communities within the school or 
reflective conversations, teachers are enabled to do the challenging work of examining 
student data and tailor their instruction to meet the needs of learners. Trust is a necessary 
element in creating a positive ownership in school goals. When leaders include teachers 
in decision-making, trust is increased and there is a greater commitment to achieving 
mutual goals ( Moye et al., 2005). 
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Researchers investigated how school leadership can promote efficacy and the 
indirect contributions of leadership on student achievement (Leithwood, & Jantzi, 2008). 
Leadership efficacy is dependent upon the organizational structure of the overall system, 
which impacts culture and overall working conditions within the school. In turn, school 
leadership impacts teacher efficacy, which would indicate why some schools could 
experience a culture of collaborative efficacy in their school, while others feel 
disconnected and isolated in their teaching experience, if they do not work with others 
within the school environment. School leaders evoke teacher efficacy if they possess high 
levels of personal self-efficacy and instill an optimal environment for collaborative 
efforts. Principal efficacy results from the design of a collaborative and supportive school 
environment, which impacts confidence. Setting organizational goals through a vision 
appears to have an impact on systemic culture (Leithwood et al., 2008). 
 Azodi’s (2006) research on principal leadership, trust, and teacher efficacy 
collected data from all fifty states. School leaders are accountable for high stakes testing; 
however, classroom teachers provide the daily instruction to support student success. 
Azodi’s research questions focused upon three areas: 1) leadership behaviors that were 
perceived supportive of teacher efficacy; 2) examining trust and the perceptions of how 
leadership supported teacher efficacy; and 3) identifying the differences in between 
teacher and principals perceptions on a leadership behavior scale. Her research related 
that the success of the organization depends on how well principals and teachers 
collaborate and plan toward a common goal they wish to accomplish. Principals have the 
potential to create the culture for such collaboration to occur, thus creating trust is pivotal 
in necessary for staff to accomplish those goals. In this empirical study, Azodi found that 
  51 
 
principals and teachers rated setting expectations, interest in student growth and 
development and having high expectations for student improvement as critical for 
principals to support teachers’ sense of efficacy (Azodi, 2006). This study was 
comprehensive. Participants completed an electronic survey, but qualitative details from 
interview data were not available. 
Principals/school administrators have an effect on teacher efficacy. School 
leadership must develop professional relationships of trust with their teachers through on-
going interactions with staff members that help create effective change. This 
collaborative work enhances student learning experiences, to sustain and embed 
professional practices within the school culture. Principals/school administrators and 
teachers must work together to build teacher efficacy through a culture for learning; one 
that ensures that teachers feel capable in their ability to provide instruction, and confident 
that they are able to impact student achievement through abilities. Reflective practice can 
be used to focus on student achievement motivating teachers to impart effective 
instructional strategies that match students’ needs. With such information, school leaders 
and their staff members can close disparity between students' performance levels and 
learning expectations, and also create an avenue for building and sustaining teachers’ 
self-efficacy.  
Teachers must view their school administrators as instructional leaders who are 
knowledgeable of practices that support student achievement. School leaders must model 
reflection with their teachers to enable them to think about the practices implemented 
during student instruction. As school leaders and teachers reflect upon students’ strengths 
and needs, they can better refine instructional practices and support teacher self-efficacy.  
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Three themes have been investigated in this literature: principal leadership,  
reflective practice, and teacher efficacy. These themes are interrelated and necessary as a 
means to provide students with an optimal learning experience. School leaders must have 
a strong knowledge base for professional practices to support their teachers in their 
instruction. In addition, the notion of reflective practice must be cultivated by the school 
leader with their teachers to provide the solid instructional practices to meet the needs of 
students. Reflective practice enables an examination of instructional preparation, 
implementation and future needs to determine where there are learning gaps. As a school 
leader supports teachers with the act of reflection upon students’ needs, instructional 
strategies will emerge that help to build teacher efficacy.  
Summary 
 The proposed research was based on several gaps noted in the literature reviewed.  
Principal/school administrator leadership must communicate shared responsibility to 
teachers in order to transform a school and create teacher commitment. Azodi (2006) 
indicated that there is a link between leadership actions that leads to principal trust and 
teacher efficacy. Further, Azodi’s study revealed there is a perception gap between 
teachers and principals remains as to the best means to develop the capacity of teachers 
and improve their instructional practices. Azodi’s empirical study lacked qualitative data 
of interviews of subjects, and suggested that further research is needed to further 
understand the impact of school leadership and teacher efficacy. 
 Principal leadership was the focus Blasé et al. (1999) research, which found that 
principals and teachers must communicate to promote teachers’ reflection about their 
instructional practices. This communication improved teacher motivation and efficacy 
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(Blasé et al., 1999). To elaborate upon their data, the researchers recommended “case 
studies of effective instructional leadership that incorporate the perspectives of teachers” 
to understand the influence and impact principal leadership affect efforts to improve 
student experiences in the classroom” (Blasé et al., 1999, p. 139). Gaps noted in the 
research have generated the interest for this study to determine how principals/school 
administrators can support teacher efficacy that can enhance their instructional practices 
through reflective practice. 
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CHAPTER 3: Research Methodology 
Introduction 
The purpose of this study was to determine how the use of reflective 
conversations could promote teachers’ reflective practice and become a change aspect in 
the development of teacher self-efficacy. In order to generate data, the researcher utilized 
three research sub-questions: 
1. How does teacher efficacy change over time as a result of participating in 
reflective data conversations with the principal/school administrator? 
2. In what ways do teachers perceive that leadership impacts their self-efficacy? 
3. To what extent does reflection transfer to positive self-efficacy and effective 
instructional  practices? 
To explore this issue, a mixed-methods study was utilized using quantitative and 
qualitative data to determine whether reflective conversations between a principal/school 
administrator and their teachers promoted teachers’ increased perceptions of self-
efficacy.  Quantitative data was collected through two methods: 1) a pre-study survey that 
measures three areas that contributed to teacher’s perceptions of self-efficacy; and 2) a 
researcher-designed quantitative observation checklist in which the researcher observes, 
records, and notes of interactions that take place during the reflective conversations 
between the administrator and teacher. The checklist included the three themes in the 
efficacy scale, student management, student engagement, and instructional strategies that 
can assist in collecting data as those areas are addressed. In addition, qualitative data was 
collected during the recorded reflective conversations. This recording was transcribed, 
analyzed, and coded for themes that emerged from the conversation and compared with 
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three efficacy themes that emerged in the Teacher’s Sense of Efficacy Survey: classroom 
management, instructional practices, and student engagement. Qualitative data will be 
collected through 1) two administrator interviews and 2) seven teacher interviews. The 
quantitative data from the researcher-designed observation checklist form and qualitative 
data from interviews will be analyzed through codes that emerged in order to determine 
how reflective practice related to teachers’ perceptions of self-efficacy.  
The study was conducted within the bounded system of an urban middle school 
and seventh grade teachers through a case study research method. The administrators and 
the teachers who participated in the case study currently utilized reflective practice as 
defined by Piercy (2006) and replicated the practice four times throughout the school 
year. 
Site and Population 
 Population description. The population for this study included a new 
administrative team; a principal and two assistant principals/school administrators. Each 
administrator had previous administrative experience. In addition, each administrator had 
been assigned to a specific grade level to support teachers and students throughout the 
school year. Most of the fifty-two teachers in this middle school had four or more years 
of teaching experience and were tenured. About 25% of the teachers in the middle 
schools had experienced a building or grade-level reassignment. Class sizes were higher 
since furloughs eliminated staff over the last two school years. 
The target population for the study was seven middle school teachers and two 
school administrators serving at the site. The teacher self-efficacy survey was 
administered to teachers who chose to participate in this research study. It was analyzed 
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for quantitative data, which  indicated their perceptions of self-efficacy. While all 
teachers participated in reflective conversations, seven teachers were asked to participate 
in the research study based on their responses from the TSOES. Those teachers became 
the focus of the study for the collection of interview data. When administrators held 
reflective conversations with those seven teachers, the researcher utilized a researcher-
designed observation checklist to capture quantitative data about the school administrator 
and teacher reflective conversations, such as their behavior and discussion topics and 
anecdotal notes. During the reflective conversations, qualitative interviews were 
recorded, transcribed, analyzed, and coded for themes that arose during the two-person 
interviews. Individual interviews with two administrators and seven teachers were also 
recorded, transcribed, analyzed, and coded for themes that arose during the interviews.  
 Site Description. The location for the study was in a small, urban school district 
housing 770 students in Grades 5-8. With the exception of special education students, the 
district did not provide student bus services. All students walked to school within a few 
city blocks, since they lived within the locale of the neighborhood school. The middle 
school campus encompassed 25 acres and was located directly within the hub of the 
community; surrounded by row homes, low-income housing, and businesses within the 
city.  Although an aging facility, it was well-maintained through numerous renovations to 
capacitate the growing number of students attending at the site. During the 2010-2011 
school year, the district restructured building use to include fifth grade to the middle 
school student population.  
The district, in general, and middle school, in particular, had experienced recent, 
dramatic changes that have impacted their cultural community. The study site had not 
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made NCLB’s Adequate Yearly Progress as described by the Pennsylvania Department 
of Education based on the yearly state assessment and was in its fifth year of Corrective 
Action II. During the past five years, principals had experienced very brief tenure at this 
site, hindering developed relationships between the principal and teachers. Within five 
years, four principals and assistant principal leadership teams had changed at this site. 
Fifth-grade students and teaching staff were added to the middle school student 
population during 2010-2011 due to overcrowding at all elementary schools. 
Consequently, this middle school had absorbed an additional 250 students into their 
enrollment within the past year.  
Economically-disadvantaged students comprised about 92% of the building 
population. The student demographics at this middle school were as follows: 48% 
African American; 39% Latino/Hispanic; 12%; White. Of the student population, 25% 
are students with special needs; 32% are English Language Learners. 
 Site access. This researcher had access to the site, administrators, and teacher 
population. Two assistant principals, who will be referred to as school administrators, 
participated in the research study interview. The researcher invited potential participants 
at an after-school meeting and described the design of the study and explained matters of 
confidentiality. Participation was voluntary for an online teacher-efficacy survey. This 
survey was administered to ascertain data on teachers’ self-perceptions of their efficacy 
as quantitative data. From the survey results, teachers were identified by their employee 
identification numbers and asked to participate in the study. The researcher gained access 
to observe the reflective conversations in order to take notes on the conversation topics 
utilizing a researcher-designed observation checklist. Finally, the administrator and 
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teacher interviews were held so that they did not interfere with the normal activities 
within the school day. The interviews were conducted with individuals and focused on 
the research sub-questions to gain qualitative data that was coded into themes.  
Research Design and Rationale 
The case study focused upon how reflective conversations between an 
administrator and a teacher promoted teachers’ perceptions of self-efficacy at a single 
urban middle school. To understand how reflective conversations developed teacher self-
efficacy, this study explored changes in the relationship of teachers and school 
administrators to enhance professional practices. A mixed methods approach was utilized 
for this case study. Yin (2009) states “mixed methods research can permit investigators to 
address more complicated research questions and collect a richer and stronger array of 
evidence than can be accomplished by any singled method alone” (p.63). The quantitative 
data was collected through an online survey to obtain teachers’ perceived levels of 
efficacy. A researcher-designed observation check list was used to record topics of 
discussion during administrator and teacher reflective conversations. Qualitative data was 
collected by recording the reflective conversations and through semi-structured 
interviews of seven teachers and two school administrators. The qualitative data was 
transcribed, analyzed, and coded for themes that emerged during the interview that would 
be attributed to factors of efficacy. This design allowed the researcher to integrate both 
qualitative and quantitative data from the field to understand the nature of this case study 
(Miles & Huberman, 1994).   
The methods utilized for the study assisted in determining if a relationship could 
be  identified between reflective practices through administrator to teacher dialogue and 
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the teachers’ sense of self-efficacy. Data collected in Method Two was quantitative in 
nature noting topics of student engagement, instructional strategies, and student 
management that arose during the reflective conversation held between the school 
administrator and the teacher. Method Three, Four, and Five provided data to gain 
perspectives from the administrators and the teachers. This mixed-method approach 
generated several viewpoints for triangulation in Methods Three, Four and Five, which 
were qualitative in nature. This enabled the researcher to collect evidence from different 
participants in the study to ensure validity and reliability as the data was analyzed.  
Research Methods 
 Introduction – list of methods used. For the purpose of this mixed study 
research design, five methods were utilized to capture data. Method One provided 
quantitative data and was collected utilizing a pre-test survey based on an established 
instrument. Teachers participated in a before and after survey based upon the Teachers 
Sense of Efficacy Scale (TSOES) (Tschannen, et al, 2006). In Method Two, the 
researcher collected quantitative data through a researcher-designed observation checklist 
utilized during the administrator/teacher reflective conversation. The checklist was based 
on categories of three areas in the teacher efficacy instrument, which included student 
engagement, instructional strategies, and student management. Method Three involved 
collecting qualitative data through the recorded administrator-teacher reflective 
conversation. The conversation was transcribed, analyzed, and coded for emerging 
themes. Method Four involved collecting qualitative data through two administrator 
interviews that utilized the three research sub-questions. Method Five involved the 
researcher employing the identical research sub-questions during seven teacher 
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interviews. All interviews were recorded, transcribed, analyzed, and coded through 
themes that emerged from the data. Figure 3 shows the structure for the data collection. 
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Figure 3: Data Collection Structure 
 
Mixed-Method Research Framework 
How Do Reflective Conversations Between A Principals/School Administrators 
 and A Teacher Promote Teachers’ Self-Efficacy? 
 
Method/Instrument Description Research Participants 
Method 1 
Teacher Efficacy Perception Scale 
(TSOES) 
Likert scale rating 
1 through 9 
Quantitative Teachers 
Administrators  
 
Method 2 
Researcher-Designed Observation 
Checklist (Part A) 
Checklist 
 
Quantitative Teachers 
Administrators 
 
Method 3 
Reflective Conversation (Part B)  
Administrators and individual 
teachers discuss teacher student data 
and how to address students’ needs  
Recorded for data 
collection, analysis 
and coded for themes 
that emerge 
Qualitative  Teachers 
Administrators  
Method 4 
School Administrator Interview 
Three sub-questions & semi-
structured probes 
Two school administrators 
Recorded for data 
collection, analysis 
and coded for themes 
that emerge  
Qualitative Administrators 
Method 5 
Teacher Interview 
Three sub-questions & semi-
structured probes 
Six teachers at high and low ends of 
the TSOES spectrum scale 
Recorded for data 
collection, analysis 
and coded for themes 
that emerge  
Qualitative Teachers  
 
 
 
 Method one. Perceptions of teacher self-efficacy were obtained utilizing the 
Teachers’ Sense of Efficacy Scale (TSOES) online survey that provided results on a 1-9 
Likert scale. Concepts included on the survey were student engagement, instructional 
strategies and classroom management, through the school year (Tschannen-Moran & 
Hoy, 2001). The researcher requested and received authorized approval of the use of the 
survey by the author.  
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Instrument – The TSOES was administered to middle school teachers as a pre and 
post study survey to determine factors of teacher efficacy. The survey enabled the 
researcher to collect demographic data, such as grade level years of teaching, content 
level, age, sex, and certifications for analysis and teacher’s self-efficacy. This Likert-
scale survey had rating indicators from one (lowest) through nine (highest) to measure 
teachers’ perceptions of self-efficacy.  
Participants – Middle school teachers from the building were invited to 
participate in the study. They received an email notification with the invitation to 
participate in the self-efficacy study through an online survey. While all teachers in the 
building were invited to participate, only 15 participated in this portion of the study.  
Data collection – Quantitative data was collected using the participants’ 
responses.  Categories noted twelve specific questions related to teachers’ perceptions of 
self-efficacy and specific demographics related to the individual that included grade 
level, years of teaching, content, recent move to building, age, sex, certification(s), and 
their employee identification number to determine teachers with high efficacy for a 
possible interview or other outstanding factors noted in the survey.  
Data analysis – Quantitative data was collected and analyzed after the online 
survey for variables that indicate significance in the categories noted in efficacy. Other 
forms of dependent data, such as grade level years of teaching, years in building, content 
level, age, sex, and certifications were also included. The quantitative data was utilized to 
view participants’ self-perceptions of efficacy as a pre-and-post-study data collection 
means. Seven teacher participants participated in the interview.  
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 Method two. A researcher-designed observation checklist sheet was used to 
record notes during the reflective conversations that occur between the administrator and 
teacher. This data provided quantitative data that could be compared with information 
generated during the interview and/or teacher efficacy scale. The information also 
provided descriptive information that emerged through the conversations as well as relate 
specific topics discussed that support teachers in their instruction.  
Instrument – This researcher-designed checklist was utilized during the reflective 
conversations. The researcher-designed observation checklist included three categories 
based on Tschannen-Moran and Woolfolk’s (2001) instrument for teachers’ self-efficacy, 
which include student engagement, instructional strategies and student management. In 
addition, the researcher took notes, recorded topics and themes that emerged from the 
school administrator and teacher conversations.  
Data Collection – This data was compared in the findings and was another means 
to ascertain anecdotal quantitative data and topics that emerged during the conversation. 
Data Analysis – Data was analyzed by the researcher based on topics and themes 
that emerged during the reflective conversations. This data was compared with the 
qualitative data obtained through the reflective conversation. 
 Method three. The researcher recorded the reflective conversation between the 
administrator and the teacher. It was transcribed, analyzed and coded by themes that 
emerge from the data. This data  provided qualitative data that could be compared with 
information generated during the interview and/or teacher efficacy scale.  
Instrument – The reflective conversation was recorded as qualitative data and 
transcribed, analyzed, and coded for themes that emerged in the data.  
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Data Collection – The transcription was utilized as qualitative data and was 
analyzed, and coded for themes that emerged within the data.  
Data Analysis – Data was analyzed by the researcher based on topics, anecdotal 
themes, and notes that emerged during the reflective conversations. This data was 
compared with the qualitative data obtained through the reflective conversation seen in 
Method Three. The data was then compared with qualitative data in Method Four and 
Method Five a triangulated analysis of the data. 
 Method four. Two administrator interviews were conducted using the three sub-
questions that focused on teacher self-efficacy and the practice of reflective 
conversations. The researcher conducted the interviews in a semi-structured questioning 
framework. The recordings were transcribed. Responses yielded an opportunity for 
school administrators to explain their perspectives on the research sub-questions, which 
examined leadership, reflective data conversations, and professional practices during 
teacher interaction. Responses were compared with teacher perspectives and provided 
descriptive data through codes that emerged through the analysis of the data.  
Instrument – Two building administrators were interviewed to provide qualitative 
data on the sub-questions of this research study. These questions were the same questions 
posed in this research for both teachers and school administrators: 
• How does teacher efficacy change over time a result of participating in 
reflective data conversations with the school administrator? 
• In what ways do teachers perceive that leadership impacts their self-efficacy? 
• To what extent does reflection transfer to positive self-efficacy and effective 
instructional practices? 
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Participants - Two school administrators were asked to respond to the three 
questions that drive the research. The questions dealt with reflective conversations and 
how they promoted teacher efficacy. These questions were the same three questions 
posed in this research for both school administrators and teachers. No Internal Review 
Board (IRB) issues occurred.  
Data Collection – Two school administrators were interviewed to collect 
qualitative data that could broaden the information in the research regarding how the 
reflective conversations promoted teacher efficacy. This was a mixed-method case study; 
however, qualitative themes emerged from the interview responses based on questions 
noted in the research study to provide data to support the research construct.  
Data Analysis – Data was analyzed for qualitative response in this mixed-method 
case study and emerging themes were examined from the responses of school 
administrators during their interview. Three questions for the interview were consistent 
with the teacher questions to ascertain perspectives from the administrator to teacher. 
Probing questions were asked for clarification on subject matter. Open-ended answers 
were examined for themes and coded for interpretation of the results.  
 Method five. Teacher interviews were conducted on seven teachers who 
indicated high or low self-efficacy perceptions based upon the Method One survey. They 
agreed to participate in the interview. Purposeful sampling occurred when the researcher 
utilized three sub-questions that offered qualitative perceptions of how reflective 
conversations promote teachers’ self- efficacy. A semi-structured framework was utilized 
as the researcher asked for clarification on responses. The interviews were conducted, 
transcribed, analyzed, and coded for perceptions in descriptive detail. Teachers responded 
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to the same questions as those used for interviewing school administrators/assistant 
principals in order to address the purpose of this research.  
Instrument – Seven teachers were interviewed to provide qualitative data that 
supported the study. Teacher responses were coded and analyzed for underlying themes. 
The three questions that drove this research study that was posed to teachers and school 
administrators/school administrator are: 
• How does teacher efficacy change over time a result of participating in 
reflective data conversations with the principal/school administrator? 
• In what ways do teachers perceive that leadership impacts their self-efficacy? 
• To what extent does reflection transfer to positive self-efficacy and effective 
instructional practices? 
Participants - Seven teachers were interviewed based upon the results of the 
TSOES so that teachers with moderate to high self-efficacy were interviewed. The 
researcher requested their participation in the interview portion of the study. Participants 
were asked to respond to the three questions that drove the research study, which dealt 
with reflective conversations and how they promoted teacher efficacy. A semi-structured 
framework enabled clarification in the response. The interview questions were identical 
to the same three questions posed in this research for both teachers and school 
administrators/assistant principals. 
Data Collection – Seven teachers were interviewed to collect qualitative data that  
broadened the information in the research regarding how the reflective conversations 
actually promoted teacher efficacy. Teachers’ responses were recorded and transcribed in 
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order to analyze the qualitative data themes coded for the purpose of this study. The 
interview responses were based on the three sub-questions noted in the research study. 
Data Analysis – Data was analyzed for qualitative response and emerging themes 
that originated during the teachers’ interview.   
 
Stages of Data Collection Timeline 
 
Figure 4: Stages of Data Collection Timeline 
------------------------------------------------------------------------------------------------------------ 
Action      Initiated  Completed 
------------------------------------------------------------------------------------------------------------ 
Discussion with school administrators  August 2011  August 2011 
Pilot study     December 2011 December 2011 
Approval requested    January 2012  January 2012 
Meeting with teachers to discuss survey January 2012   January 2012   
Pretest survey data collected    January 2012  January 2012   
Reflective conversations taped           January 2012  February 2012 
Reflective conversations transcribed  February 2012  February 2012 
Interviews with teachers & administrators  February 2012  February 2012 
Interviews transcribed    February 2012  March 2012   
Data analysis of interviews for themes March 2012  March 2012   
Posttest survey data collected   May 2012  May 2012 
Chapter 4 data analysis   March 2012  May 2012 
Chapter 5       April 2012  May 2012   
Dissertation defense       June 2012  
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Ethical Considerations  
All portions of this proposal for the research study adhered to the Institutional 
Review Board (IRB) requirements and that of Drexel University during the 
implementation for the study (Drexel, 2011). Teachers were apprised that the survey and 
interview portions of the study were to be utilized for the purpose of the researcher’s 
doctoral thesis. The researcher encouraged individuals to participate willingly. Teachers 
and school administrators were assured that the information that they provided would be 
confidential. Identification numbers were utilized in order to ascertain teachers with high 
perceptions of self-efficacy, who were later interviewed.  
Participants were informed that if they wished to remove themselves from the 
study at any time, they could do so without any repercussions to them in the workplace. 
No participant was exposed to any physical or emotional risk, discomfort, or major 
inconvenience. All data was retained as confidential. Information provided during the 
interview was transcribed into a word document. Quotes were extracted from the 
qualitative data and added to the Chapter 4 findings without reference to the individual 
interviewed.  
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Chapter 4: Finding & Results 
The purpose of this study was to determine if reflective practice between a 
principal/school administrator and the teacher promotes the development of teachers’ 
self-efficacy. In order to influence teachers within the school environment, school 
administrators must build a trusting relationship with individual teachers and encourage 
them to reflect upon their professional practices. As trust is established and reflective 
practice focuses upon students’ needs, professional collaboration can occur between the 
school leader and their teachers to develop a culture of change within the classroom and 
school. Such relationships do not develop as a result of convening a meeting, but require 
a framework for exchange of ideas and reflection, so that administrator-to-teacher 
relationships of trust can be developed and cultivated to promote a culture of 
improvement (Tschannen-Moran, 2004). 
 The purpose of this chapter is to present the data analysis findings as a means to 
address the following research sub-questions: 
1. How does teacher efficacy change over time as a result of participating in 
reflective data conversations with the principal/school administrator? 
2. In what ways do teachers perceive that leadership impacts their self-efficacy? 
3. To what extent does reflection transfer to positive self-efficacy and effective 
instructional practices? 
This chapter is comprised of three major sections, which includes quantitative data 
from the Teacher Sense of Efficacy Perception Scale (TSOES) survey, detailed 
descriptive findings that emerged from the multiple data collection sources, results that 
addressed each research sub-question, and a summary of the findings. 
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Participant Demographic Data Findings 
 Several data sources were used to address the research sub-questions associated 
with this study. However, prior to presenting the descriptive findings for each data 
collection source, a demographic description of the sample is presented. A total of 15 
middle school participants completed the TSOES survey. Of the 15 participants, three 
were male (20.0%) and 12 were female (80.0%). The age composition of the participants 
is summarized in Table 4.1. The results indicate that participants ranged in age from 27 to 
60 with a mean age of 43.60 years.  
 
Table 4.1 
Age of Participants Descriptive Summary 
Source n Minimum Maximum Mean SD 
Age  15 27 60 43.60 9.56 
 
 
 Three of the teachers in this study taught more than one grade level or group of 
students. The number and percent of teachers by grade level or group is featured in Table 
4.2. The results indicated that the participants in this study were most likely to teach 
grade 7 (46.7%) followed by grade 8 (40.0%), grade 5, grade 6 (26.7%), and finally, 
special education (20.0%). However, as previously mentioned, there was overlap in the 
courses taught by three of the teachers in this study. 
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Table 4.2 
Grade Level Frequency and Percent 
Grade level Frequency Percent 
Grade 5 4 26.7 
Grade 6 4 26.7 
Grade 7 7 46.7 
Grade 8 6 40.0 
Special education 3 20.0 
 
 
 The content areas represented by the teachers in this study are summarized in 
Table 4.3. The results indicated that the teachers were most likely to perceive themselves 
as teachers of reading (53.3%) and least likely to say that their content area was 
“elementary” (13.3%). All teachers at this site utilize a scripted remedial reading program 
developed by the Success For All Foundation: Reading Edge. 
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Table 4.3 
Content Area Frequency and Percent 
Content area Frequency Percent 
Elementary 2 13.3 
Mathematics 4 26.7 
Reading 8 53.3 
Science 4 26.7 
Social Studies 3 20.0 
 
 
 The educational attainment of the participants in this study is summarized in 
Table 4.4. The results indicated that all of the participants had at least a master’s degree. 
One teacher and administrator who took the survey had a master’s degree and also held 
an administrative certification. Participants were most likely to have a master’s degree, 
additional 30 credits beyond the master’s degree (60.0%), and least likely to have an 
administrative certification (13.3%). 
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Table 4.4 
Educational Attainment Frequency and Percent 
Educational attainment Frequency Percent 
Master's degree 6 40.0 
Master's degree plus 30 credits 9 60.0 
Administrative certification 2 13.3 
 
 
 The teachers’ certifications are summarized in Table 4.5. The results indicated 
that the teachers in this study were most likely to have an elementary certification 
(60.0%) followed by a mid-level content area certification (40.0%), a secondary 
certification and/or other certification (26.7%), a special education certification (20.0%), 
and finally, an English language learner certification (13.3%). However, 10 of the 15 
teachers possessed more than one certification. 
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Table 4.5 
Certifications Frequency and Percent 
Certifications Frequency Percent 
Elementary 9 60.0 
Mid-level content area 6 40.0 
Secondary content area 4 26.7 
Special education 3 20.0 
English language learner 2 13.3 
Other 4 26.7 
 
 
 A descriptive summary of the number of years teaching for the teachers in this 
study is provided in Table 4.6. The results indicated that the teachers who participated in 
this study were most likely to have either 6-10 years or 11-15 years of teaching 
experience. All teachers who participated in the study were tenured. 
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 Table 4.6 
Number of Years Teaching Frequency and Percent 
Years teaching Frequency Percent 
0-5 years 1 6.7 
6-10 years 2 13.3 
11-15 years 4 26.7 
16-20 years 4 26.7 
21-25 years 1 6.7 
26 or more years 3 20.0 
 
  
Finally, the number of years instructing in the current building is summarized in       
Table 4.7. The results indicated that the teachers in this study were most likely to have 
either 0-5 years or 11-15 years teaching in their current building. However, 26.7% had as 
many as 21 years of experience or more teaching in their current building. 
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Table 4.7 
Number of Years Instructing in Current Building Frequency and Percent 
Number of years teaching in current building Frequency Percent 
0-5 years 4 26.7 
6-10 years 1 6.7 
11-15 years 4 26.7 
16-20 years 2 13.3 
21 or more  4 26.7 
 
Teacher Sense of Efficacy Perception Scale Descriptive Findings 
 One of the data collection sources used in this study was the Teacher Sense of 
Efficacy Perception Scale (TSOES), a Likert scale rating from 1-9, which was utilized to 
indicate the teachers’ perceptions of self-efficacy. From the 15 participants who took the 
study, 7 were selected who taught grades 7 or 8 and became participants in the next 
portions of the study: a post-test study using the TSOES, which recorded reflective data 
conversations between the principal/school administrator and the teacher. An interview 
was used in which the three sub-questions were utilized to obtain qualitative data to 
support the study. 
Quantitative Data Analysis 
The descriptive statistics and two sample dependent t-tests for comparing means 
results summarizing the teachers’ responses to the 12 TSOES items are presented in 
Table 4.8. The means were computed in order to show the central tendency for each 
outcome for the pre-and-post assessment, and the standard deviation was computed in 
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order to provide a standardized measure of variability in the teachers’ responses. The 
results indicated that the mean teacher efficacy score was dependent on the teacher 
efficacy question being asked. Teachers’ perceptions of self-efficacy tended to increase in 
7 of the 12 TSOES survey questions based on the on the pre-and-post-test data analysis. 
The quantitative data were analyzed using Microsoft Excel. The process began by 
inviting school staff participants to take part in a pre-test survey, the TSOES, which 
indicated their perceptions of self-efficacy. From the pool of participants, purposeful 
sampling was utilized to obtain various content level teachers in grades 7 and 8, who later 
responded to a post-test of the same survey to determine growth over time. The pre-and-
post-test data responses were descriptively analyzed through means and standard 
deviations. Then, the data was further analyzed to determine whether their growth was 
statistically significant through a two-sample dependent t-test for comparing means. 
Statistical significance was determined by an alpha of .05, assuming results from a one-
tail -test. This calculation was performed on each of the twelve questions and the results 
are provided in Table 4.8. 
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Table 4.8 
Teacher Sense of Efficacy Perception Scale Pre and Post Analysis Results 
  Pre   Post       
Source M SD   M SD t df P 
Disruption 6.29 1.50   8.29 0.49 -3.74 6 0.005 
Motivation 5.86 1.07   6.86 1.57 -2.29 6 0.031 
Calm disruption 6.29 0.95   8.14 0.38 -4.04 6 0.004 
Value learning 6.29 1.60   7.86 0.14 -2.57 6 0.021 
Craft questions 6.29 1.80   8.14 0.38 -2.93 6 0.013 
Class rules 6.57 1.72   7.14 1.21 -1.19 6 0.140 
Students do well 6.86 1.35   7.71 0.49 -2.52 6 0.023 
Class management 7.43 1.27   7.86 0.69 -1.44 6 0.100 
Variety of assessments 6.71 2.06   6.57 1.51 0.24 6 0.409 
Alternate explanation 7.14 1.07   7.00 1.41 0.35 6 0.368 
Assist families 5.71 1.70   6.57 1.13 -1.00 6 0.178 
Alternate strategy 6.57 1.51   7.57 1.27 -2.29 6 0.031 
 
 
Table 4.9 provides results that apply to sub-question one: “How does teacher 
efficacy change over time as a result of participating in reflective data conversations with 
the principal/school administrator?” To address the first sub-question of this study, the 
TSOES (Tschannen-Moran et al., 2001) survey, was utilized to capture teachers’ sense of 
efficacy. This survey consists of twelve questions, was administered to gather teacher 
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perceptions twice (pre-and-post-test survey) during the study to understand if there was 
growth over time as a result of participating in reflective data conversations with the 
principal/school administrator. The TSOES is a survey tool that collects teachers’ 
perceptions of self-efficacy based upon three themes crafted into the survey: student 
engagement, instructional strategies, and classroom management (Tschannen-Moran, 
2001). Teachers were asked to rate their perceptions of self-efficacy before and after the 
use of reflective data conversations with the principal/school administrator utilizing the 
TSOES survey. This provided quantitative data that could be utilized in the two sample 
dependent t-test. This t-test is utilized in statistics that relate two data-groups, which 
originate from the same participants (e.g. a pre-test and post-test before and after design). 
This test of statistical analysis is favored when the sample size is small and the 
population standard deviation is unknown (Baylis, Pereira, & Rose, 1998). Results for 
each of the twelve questions of the survey indicated the probability of significance 
through the two sample dependent t-test. In addition, teachers and administrators were 
asked the same question during the individual interview portion of the study, which 
allowed the participants to elaborate upon their perceptions in a qualitative fashion. 
The researcher utilized an alpha level of .05 in determining a statistically 
significant gain in the particular classroom action as presented in each of the twelve 
questions in the TSOES. Taking this stance, the researcher designed each question as a 
null hypothesis and an alternative hypothesis. A t-test result where the probability of 
committing a Type 1 error was less than 5% (p < .05) indicated a rejection of the null 
hypothesis and makes the claim that there is a significant difference in the data. This 
would result in the alternative hypothesis being accepted. A t-test result where the 
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probability of committing a Type 1 error was greater than 5% (p < .05) promoted the 
retention of the null hypothesis claiming that there is not a significant difference.  
In the TSOES survey, four questions specifically relate to each theme: student 
engagement, instructional practices, and classroom management. Results of the TSOES 
participants were compared through a two- sample dependent t-test for comparing means. 
The researcher utilized a confidence interval level of p = .05 in determining the results of 
the statistical analysis as significant. If results indicated a greater disparage (p > .05), the 
results were not deemed as significant regarding the impact of reflective conversations 
between the principal/school administrator and the teacher. 
TSOES Theme 1: Student engagement. TSOES questions in the survey related 
to student engagement: Questions items 2, 4, 7 and 11. 
TSOES Question item 2  
Null Hypothesis: Participating in reflective data conversation with the school 
administrator will not improve the teachers’ perception of their ability to motivate 
students who show low interest in schoolwork.  
Alternative Hypothesis: Participating in reflective data conversation with the 
school administrator will improve the teachers’ perception of their ability to motivate 
students who show low interest in schoolwork.  
The t-test results indicated that the null hypothesis must be rejected given that 
there is a significant increase in the teachers’ perception of their ability to motivate 
students who show low interest in school work, t (6) = -2.29, p = .031. 
TSOES Question item 4  
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Null Hypothesis: Participating in reflective data conversation with the school 
administrator will not improve the teachers’ perception of their ability to help students 
value learning.  
Alternative Hypothesis: Participating in reflective data conversation with the 
school administrator will improve the teachers’ perception of their ability to help students 
value learning.  
The t-test results indicated that the null hypothesis must be rejected given that 
there is a significant increase in the teachers’ perception of their ability to help students 
value learning,      t (6) = -2.57, p = .021.  
TSOES Question item 7  
Null Hypothesis: Participating in reflective data conversation with the school 
administrator will not improve the teachers’ perception of their ability to get students to 
believe they can do well in school.  
Alternative Hypothesis: Participating in reflective data conversation with the 
school administrator will improve the teachers’ perception of their ability to get students 
to believe they can do well in school. 
 The t-test results indicated that the null hypothesis must be rejected given that 
there is a significant increase in the teachers’ perception of their ability to get students to 
believe they can do well in school, t (6) = -2.52, p = .023. 
TSOES Question item 11  
Null Hypothesis: Participating in reflective data conversation with the school 
administrator will not improve the teachers’ perception of their ability to assist families in 
helping their children do well in school. 
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Alternative Hypothesis: Participating in reflective data conversation with the 
school administrator will improve the teachers’ perception of their ability to assist 
families in helping their children do well in school. 
The t-test results indicated that the null hypothesis must be retained given that 
there is not a significant increase in the teachers’ perception of their ability to assist 
families in helping their children do well in school, t (6) = -1.00, p = .178. 
TSOES Theme 2: Instructional strategies. TSOES questions in the survey 
related to instructional strategies: Questions items 5, 9, 10 and 12. 
TSOES Question item 5  
Null Hypothesis: Participating in reflective data conversation with the school 
administrator will not improve the teachers’ perception of their ability to craft good 
questions for students.  
Alternative Hypothesis: Participating in reflective data conversation with the 
school administrator will improve the teachers’ perception of their ability to craft good 
questions for students.  
The t-test results indicated that the null hypothesis must be rejected given that 
there is a significant increase in the teachers’ perception of their ability to craft good 
questions for students, t (6) = -2.93, p = .013. 
TSOES Question item 9  
Null Hypothesis: Participating in reflective data conversation with the school 
administrator will not improve the teachers’ perception of their ability to use a variety of 
assessment strategies. 
  83 
 
Alternative Hypothesis: Participating in reflective data conversation with the 
school administrator will improve the teachers’ perception of their ability to use a variety 
of assessment strategies.   
The t-test results indicated that the null hypothesis must be retained given that 
there is not a significant increase in the teachers’ perception of their ability to use a 
variety of assessment strategies, t (6) = 0.24, p = .409. 
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TSOES Question item 10  
Null Hypothesis: Participating in reflective data conversation with the school 
administrator will not improve the teachers’ perception of their ability to provide an 
alternative explanation to examine when students are confused. 
Alternative Hypothesis: Participating in reflective data conversation with the 
school administrator will improve the teachers’ perception of their ability to provide an 
alternative explanation to examine when students are confused. 
The t-test results indicated that the null hypothesis must be retained given that 
there is not a significant increase in the teachers’ perception of their ability to provide an 
alternative explanation to examine when students are confused, t (6) = 0.35, p = .368.   
TSOES Question item 12  
Null Hypothesis: Participating in reflective data conversation with the school 
administrator will not improve the teachers’ perception of their ability to implement 
alternatives teaching strategies in your classroom. 
Alternative Hypothesis: Participating in reflective data conversation with the 
school administrator will not improve the teachers’ perception of their ability to 
implement alternatives teaching strategies in your classroom. 
The t-test results indicated that the null hypothesis must be rejected given that 
there is a significant increase in the teachers’ perception of their ability to implement 
alternatives teaching strategies in your classroom, t (6) = -2.29, p = .031. 
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TSOES Theme 3: Classroom management. TSOES questions in the survey 
related to classroom management: Questions items 1, 3, 6 and 8. 
TSOES Question item 1 
Null hypothesis: Participating in reflective data conversation with the school 
administrator will not improve the teachers’ perception of their ability to control 
disruptive behavior in the classroom.  
Alternative hypothesis: Participating in reflective data conversation with the 
school administrator will improve the teachers’ perception of their ability to control 
disruptive behavior in the classroom. 
The t-test results indicated that the null hypothesis must be rejected given that 
there is a significant increase in the teachers’ perception of their control over disruptive 
classroom behavior after experiencing the reflective data conversations, t (6) = -3.74, p = 
.005. 
TSOES Question item 3  
Null Hypothesis: Participating in reflective data conversation with the school 
administrator will not improve the teachers’ perception of their ability to calm a student 
who is disruptive or noisy.  
Alternative Hypothesis: Participating in reflective data conversation with the 
school administrator will improve the teachers’ perception of their ability to calm a 
student who is disruptive or noisy.  
The t-test results indicated that the null hypothesis must be rejected given that 
there is a significant increase in the teachers’ perception of their ability to calm a student 
who is disruptive or noisy, t (6) = -4.04, p = .004. 
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TSOES Question item 6  
Null Hypothesis: Participating in reflective data conversation with the school 
administrator will not improve the teachers’ perception of their ability to get children to 
follow classroom rules.  
Alternative Hypothesis: Participating in reflective data conversation with the 
school administrator will improve the teachers’ perception of their ability get children to 
follow classroom rules.  
The t-test results indicated that the null hypothesis must retained given that there 
is not a significant increase in the teachers’ perception of their ability to get children to 
follow classroom rules, t (6) = -1.19, p = .140. 
TSOES Question item 8  
Null Hypothesis: Participating in reflective data conversation with the school 
administrator will not improve the teachers’ perception of their ability to establish a 
classroom management system with each group of students.  
Alternative Hypothesis: Participating in reflective data conversation with the 
school administrator will not improve the teachers’ perception of their ability to establish 
a classroom management system with each group of students.  
The t-test results indicated that the null hypothesis must be retained given that 
there is not a significant increase in the teachers’ perception of their ability to establish a 
classroom management system with each group of students, t (6) = -1.44, p = .100. 
TSOES Theme 1 Analysis: Student engagement. The first theme in TSOES 
examined four questions of perceptions of self-efficacy by teacher-participants and how 
their efforts led to student engagement through the following approaches: 1) motivating 
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students to show interest in school work (p = .031), 2) helping students value learning (p 
= .021), 3) getting students to believe they can do well in school (p = .023), and 4) 
assisting families to help their children do well in school (p = .178). To summarize the 
results of the TSOES related to instructional strategies, participants’ results were 
analyzed to compare before and after perceptions of self-efficacy as a result of 
participating in reflective data conversations with their school administrator. Responses 
indicated that three of the four questions showed significant growth based on an alpha 
level of p < .05; this was the criteria for analysis of dependent samples t-test for 
comparing means. 
TSOES Theme 2: Instructional strategies. The second theme in TSOES utilized 
four questions to determine participants’ perceptions of self-efficacy related to 
instructional strategies and their efforts through the following approaches: 1) crafting 
good questions for students (p = .013), 2) using a variety of questions (p = .409), 3) 
providing an alternative explanation to examine when students are confused (p = .368), 
and 4) implementing alternative teaching strategies in their classroom (p = .031). To 
summarize the results of the TSOES related to instructional strategies, participants’ 
results were analyzed to compare before and after perceptions of self-efficacy as a result 
of participating in reflective data conversations with their school administrator. 
Responses indicated that three of the four questions showed significant growth based on 
an alpha level of p < .05; this was the criteria for analysis of dependent samples t-test for 
comparing means. 
TSOES Theme 3: Classroom management. The third theme in the TSOES 
survey utilized four questions to determine participants’ perceptions of self-efficacy 
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related to classroom management and their efforts to address this through the following 
approaches: 1) controlling disruptive behavior in the classroom (p = .005), 2) calming a 
student who is disruptive or noisy (p = .004), 3) getting students to follow classroom 
rules (p = .140), and 4) establishing a classroom management system with each group of 
students (p = .100). To summarize the results of the TSOES related to instructional 
strategies, participants’ results were analyzed to compare before and after perceptions of 
self-efficacy as a result of participating in reflective data conversations with their school 
administrator. Responses indicated that three of the four questions showed significant 
growth based on an alpha level of p < .05; this was the criteria for analysis of two sample 
dependent t-test for comparing means. 
In summary, of the twelve questions in the TSOES survey related to teachers’ 
perceptions of self-efficacy, quantitative data results from participants were reviewed 
utilizing the two sample dependent t-test for comparing means. Seven of the twelve 
questions indicated a result of statistical significance where the probability of a Type 1 
error was less than 5% (p < .05). Five of the twelve questions did not indicate statistical 
significance, as the probability of committing a Type 1 error was greater than 5% (p > 
.05).  
This data was addressed in the findings as it compares with qualitative interview 
data and themes that were derived from an open-ended response based on sub-question 
one: How does teacher efficacy change over time as a result of participating in reflective 
data conversations with the principal/school administrator? 
Qualitative Data Analysis 
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The qualitative data were analyzed using Creswell’s six steps for analyzing 
qualitative data (Creswell, 2009). The process consisted of reviewing the participants’ 
responses to the interview questions and the reflective conversations, coding the 
responses, and identifying the themes in the responses. To be specific, the first step of the 
analysis process consisted of organizing and preparing the data for analysis, which began 
with the transcription of the data into an electronic format. Step two of the analysis 
process consisted of reading every school administrator and teacher’s participant 
response in order to obtain a general sense of the data. During this step, the initial 
thoughts from reading the data were documented. During the third step, the coding 
process was initiated whereby key words and phrases were highlighted in the document 
and the overall key words and phrases were documented in the form of comment bubbles 
for each participant. Then, the participants’ responses were categorized into similar 
chunks or segments of text. In the fourth step, the coded data were used to develop 
overall themes and to assist in providing a description of the themes. During the fifth 
step, the themes were presented in tabular form and narratives leading up to those themes 
were provided. During the sixth and final stage of the process, the results were interpreted 
by determining the overall meaning of the data (Creswell, 2009).   
Reflective Conversation Descriptive Findings 
 In addition to collecting the TSOES quantitative survey data, 7 of the 15 teachers 
also contributed to qualitative data through their participation in reflective conversations 
whereby the administrators and the individual teachers discussed student data and how to 
address students’ needs, based on a data review and reflection. The narrative findings 
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based on the coded responses for each reflective conversation are provided first followed 
by the overall thematic findings from all seven reflective conversations.  
  Reflective Data Conversations 
 The purpose of reflective practice is to enable school administrators to converse 
with teachers about their students’ benchmark data and assist teachers in the analysis of 
the data results so that they can modify their instruction to meet the needs of students. 
During this time, data is examined in a variety of ways, such as standard proficiency by 
class, student subgroup needs by content level, and achievement gaps, so that teachers 
may better understand the students’ needs and take appropriate instructional action. 
Additionally, the administrator assumes the role of instructional leader in the dialogue 
with the teacher to focus upon specific students to target goals. In doing so, they can 
collaborate upon how they can close achievement gaps or provide enrichment so that 
measurable growth can be ascertained. 
 This year, a new administrative team consisting of a principal and two assistant 
principals was at the site. Each school administrator was tenured and experienced as an 
administrator. The two assistant principals had served within the district, but at other 
school locations the previous school year. During the previous year, each school 
administrator was provided professional development to understand the purpose of the 
reflective data conversations and use of benchmark data as a means to address student 
proficiency gaps. The practice of reflective data conversations with the principal/school 
administrator was conducted quarterly after each benchmark assessment was 
administered. This served in a manner to analyze student data, respond to students’ 
learning needs, and also became a conduit for professional interaction between the school 
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administrator and teacher. Teachers and school administrators who participated in the 
reflective data conversations were accustomed to the procedures and the purpose for the 
meeting as a result of the professional development that preceded implementation. 
  Administrators and teachers agreed upon a time to be scheduled for reflective data 
conversations. Each reflective conversation meetings took place in the school 
administrator’s office, which was located “on the floor” within the same hallway as the 
teacher’s room. Each school administrator’s room was essentially a large classroom with 
a desk for the administrator and a large table around which they could conference. Books, 
professional periodicals, and instructional resources could visibly be seen on shelves and 
tables. Because the administrator offices were converted classrooms, large white boards 
could be found on two sides of the room. On the white boards, student data was displayed 
by homeroom. In addition, each administrator had a large notebook binder filled with 
student data, which was divided for each teacher and section. This benchmark data 
provided information that was extracted from the data management system to examine 
student proficiency on the benchmark. In addition, pie charts and bar graph reports were 
obtained as a visual reflection of how well students performed on the benchmark 
assessment. This data became the source of information for the administrator’s data walls 
and served as a means for reference during the meeting. 
Teachers also came with their own notebook binder that held similar information 
to that of the administrator with records for each section of students they instructed. 
Teachers obtained the information themselves from the data management system prior to 
the meeting so that they were well informed of the results of the benchmark assessment. 
One administrator, who exercised interest in the data and was savvy in accessing reports, 
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provided professional development for her staff to ensure that the data they needed for 
instruction was accessible for teachers. In addition, teachers brought a goal sheet that was 
created by the administrator and teacher to discuss specific students for which they were 
setting goals and monitoring their progress. Substitutes covered each teacher’s class for 
approximately 20 minutes while teachers met individually with their school 
administrator.  
The administrator’s laptop computer was placed at the large table for use during 
the discussion to access the data management system. The school administrator initiated 
the discussion inviting the teacher to discuss the implications of the student data. 
Questions were open-ended and focused upon the data to obtain a measure of 
understanding of student needs. In addition, school administrators and teachers frequently 
referenced the data in their binders or by computer to examine student sections on their 
team, whom they instructed. As they examined student data, they generated other 
questions and probed ideas about the results and their implications. Teachers recorded 
suggestions and ideas that were generated from topics explored in their reflective 
conversations for future use, which included student grouping for heterogeneous and 
homogeneous grouping, specific skills to target for remediation, and concerns/obstacles 
to learning. It was obvious to the researcher that the teachers had already examined the 
data prior to the reflective conversation, as they could identify specific data or students or 
standards trends. In addition, many of the teachers explained that they worked 
collaboratively to share instructional practices to create a form of consistency across the 
team to assist in student engagement, instructional needs, or behavioral/socialization 
needs. 
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Table 4.9 provides the thematic findings from the seven reflective conversations 
that were conducted between the school administrator and individual teacher participants. 
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Table 4.9 
Reflective Practice Conversation Thematic Findings 
Reflective practice conversation themes 
Consistently pushing students hard for students to reach performance standards 
Targeted instruction/ differentiated instruction 
Using data to identify student weaknesses 
Use of student performance monitoring/ formative assessment 
Some use of student grouping strategies/ pulling out 
Constantly trying to encourage and motivate students (praise and rewards) 
Teacher collaboration and cooperation 
Integration of reading and mathematics throughout the curriculum 
Use of Study Island and computer-technology programs to address learning gaps 
Use of resource room for ELL and special education students 
Home life can be a barrier 
Language deficiencies can be a barrier for reading 
 
 
 Reflective conversation one. The first reflective conversation began with the 
administrator discussing student performance. The teacher in the first reflective 
conversation was associated with relatively high teacher efficacy as measured by the 
TSOES. According to the student data, the students in this teacher’s class made 
significant gains in math and reading, and students achieved 100% proficiency in math. 
In addition, the special education student subgroup population improved as well. When 
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asked about the probable cause of the significant gains, the teacher stated, “there was a 
lot of effort made by teachers and students, which paid off in the end.” The teacher’s 
responses also indicated that student achievement data was used to inform instruction, 
differentiate instruction to target specific weaknesses in students, and group students with 
the same ability for instruction. In addition, the teacher was able to cover more content, 
which helped students to improve their performance. 
During the conversation, the teacher acknowledged that she taught some areas out 
of her content matter. Therefore, she relied on the strong students to support classmates 
and in some cases to support the instructional process. This encouraged students to be 
recognized for their mastery and boosted their self-confidence. In addition, the teacher 
commented that other teachers were cooperative and supportive of each other; they tried 
to reinforce the concepts across the team. For example, the team social studies teacher 
would try to find ways to incorporate reading and mathematics into the social studies 
curriculum to provide an interdisciplinary approach to learning, she explained. 
For cases in which students did not perform well on the previous tests, the teacher 
determined that the main reason was due to students who were not able to complete the 
test because they would “get stuck” on one question. As a result, the teacher discussed 
test-taking strategies with those particular students to relieve test anxietysuch as 
skipping (multiple-choice) test items. They were encouraged to move to the next question 
if they did not know the answer right away to assist with time management during 
testing.  
The teacher also discussed ways in which she encouraged and motivated students 
to succeed. For example, she would celebrate the students’ achievements, monitor their 
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performance on a continual basis, and then show students their gains. The teacher 
explained that the students would get excited when they would see improvements in their 
performance, especially the special education students, who tend to have lower self-
esteem. Therefore she would try to build student confidence by encouraging them that 
“they can do it” and by showing students their academic progress. She also explained that 
the students tend to dislike things that they are not good at doing, thus, she had been 
trying to work through the particular issue by building more confidence.  
Other strategies that were used in the classroom included modeling, board work, 
group work, and jigsaw (with special education students). “Jigsaw works because it 
chunks the words,” she said. She offered other unique ideas, such as “passing the talking 
stick” and “reading stick”. Because of the teacher’s differentiated strategies, there was a 
climate change whereby there was less laughter when someone would get something 
wrong. Instead, students exhibited more effort to support each other’s understanding and 
tried to help each other. In addition, this teacher utilized formative assessment by testing 
students often and by reviewing the concepts so that the students would have an 
opportunity to learn from their mistakes and make the appropriate corrections. 
Although progress had been made, the teacher indicated that she was afraid that 
the students would lose their momentum. She was trying to sustain the gains that were 
made. When some students are unmotivated, they become their own barrier to success. 
Further, some students may have parents who discourage them from attempting new 
things if they frustrate on initial experiences. 
Summarizing key themes that were generated in the first reflective data 
conversation, the following concepts emerged: 
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• Use of data: Data to drive student instruction, targeting specific skills, progress 
monitoring, showing students their gains 
• Student engagement: Student motivation, keeping student interest, heterogeneous 
grouping, cooperative learning, confidence building, “pass the talking stick”, 
team-building 
• Instructional strategies: Ability grouping, interdisciplinary approach to learning, 
test-taking strategies, jigsaw, modeling, group work, chunk words, formative 
assessment, using mistakes as an opportunity to learn 
• Classroom Management: Encouragement, strategies to relieve anxiety, celebrating 
achievement, ways to improve self-esteem, increase opportunities to show 
personal success, “belief in self”, personal experiences that relate challenges 
encountered, positive praise 
• Other ideas: Collaboration with teachers to support instruction 
Reflective conversation two. The teacher featured in the second reflective 
conversation also had students who made significant gains in their reading and 
mathematics performance. This teacher was a secondary content teacher and was 
associated with relatively moderate teacher efficacy. She credited the students’ success to 
the use of resource time/split time, which she believed had worked. 
Other methods that were mentioned in the reflective conversation included how 
the integration of mathematics could benefit students throughout the curriculum by 
breaking down the vocabulary so that the students could better understand instructions 
and the word problems. Language was noted as a barrier given the students’ very limited 
vocabulary knowledge and grade-level content text. In addition, this teacher indicated 
  98 
 
that she was not teaching social studies from the viewpoint of non-fiction text because 
students do not have a grasp of it (general student weakness). Instead, she utilized various 
instructional strategies, which included the use of synonyms, antonyms, meaning of 
words, inferences, drawing conclusions, finding text to support an answer, using the text 
to draw conclusions, note taking, and picking out the pieces of the puzzle for strategies to 
read text. The teacher mentioned that during additional resource time, students were 
grouped heterogeneously for supports. Her special education students received the 
services of a special education teacher who pulled out inclusion students for targeted 
support.  
With regard to teacher interaction and collaboration, this teacher indicated that the 
teaching team frequently discussed and collaborated to solve student-learning problems. 
Therefore, they capitalized on each team member’s individual teaching strengths. Some 
of the challenges that needed to be solved included the lack of background knowledge 
that the students possessed. Given this limitation, the teacher tried to meet the students at 
the level of their understanding, “because if students cannot relate to something or 
understand it, they will shut down.” This teacher also tried to be more creative in getting 
the information across to students. For example, she created a song pertaining to the 
material. She also showcased students’ grades and works in the hallway, and met with 
student to inform them of their progress in meeting standards. She encouraged the 
students to meet the standard by telling them that they “can do it.” She also maintained 
the challenge for the more advanced students by continuously “drilling” skills into them. 
Open-ended questions are often challenging for students, she noted, but one way she has 
found to support students is to have them read each other’s responses and compare it to 
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their own work or a rubric. This enables them to understand the importance of writing to 
explain their ideas to others.  
Summarizing key themes that were generated in the second reflective data 
conversation, the following concepts emerged:  
• Use of data: Data provides the means for targeted groups advanced and special 
education 
• Student engagement: Targeted interventions for groups, finding text to support 
answers, motivation as a puzzle, heterogeneous grouping, creating songs to learn 
information, examining other students’ work on open-ended writing, 
encouragement - “you can do it!” 
• Instructional strategies: Additional time for learning, additional resources, 
breaking down vocabulary, word problems, clear instructions, reading non-fiction 
text and supporting strategies (synonyms, antonyms, inferences, multiple meaning 
words, drawing conclusions, note taking), building background knowledge, 
drilling skills 
• Classroom management: “Meet needs or they will shut down,” creative 
instruction 
• Other ideas: Teacher interaction and collaboration, capitalize on each team 
member’s strength 
Reflective conversation three. The third reflective conversation involved a 
special education teacher who was identified as having a relatively moderate level of 
teacher efficacy. Of the participants, she had the most years of teaching experience. 
Consistent with the first two teachers, this teacher was also associated with substantial 
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student gains in performance in reading and mathematics. When asked about the likely 
causes of such success, she explained that she had been gearing instruction to student 
deficits (differentiating instruction), and had created some focus groups to support 
mathematics instruction. She utilized heterogeneous grouping so that the special 
education students could interact with the regular education students in small groups. She 
believed that the student groupings were effective given that the smaller groups led to 
better student engagement. She also indicated that she pushed students to work very hard. 
This teacher not only instructs students on what to do, but she models her expectations 
and “shows them how to do it.” She creates groups that follow her modeling so that they 
can go over the work by themselves without the need of her assistance. She encouraged 
students to talk through problems using their own words and following procedural steps. 
Students must put forth effort, she noted, as they cannot learn “through osmosis.” 
Other strategies that she used were large group instruction followed by 
independent practice. She also retaught the material by focusing on areas of student 
weaknesses. She incorporated the use of computers, board games, and Study Island to 
help deliver her instruction as well as formative assessment. She facilitated various 
learning styles walking around the room, and helped students work individually as 
needed. Students were assigned to skills for on-line work on Study Island for additional 
support in subjects in which they are less successful. For some students, grades motivated 
them to complete work in Study Island. She tried to connect the skills through problem 
solving using white boards. She provided formula sheets without a calculator so that 
students could comprehend the underlying mathematical process or application. She also 
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utilized team time to discuss student concerns and data with other teachers so that 
students needs were met in all content areas. 
Working hard was a common theme in her classroom and she motivated students 
by increasing their confidence. She tried to manage active students (boys) to be less 
disruptive. When a student is disruptive, she calls home immediately. She also used 
different tactics (music, scents, routines, etc.) to try to keep the children calm and focused 
in her classroom. She believed that most behavior problems exhibited in the classroom 
are learned behaviors and lack of self-control, not necessarily a learning disability. To 
her, students need to know that only they can control their behavior, and they must know 
their teacher’s limits. She tried to motivate students by providing external rewards or 
incentives, such as having a pizza party for kids who show progress. She also expressed 
that she is constantly encouraging them to try, and stresses that they will succeed. 
Some of the barriers she noticed included gender issues and home-life issues. 
With regard to gender, she observed that girls have less confidence in mathematics and 
are less successful in mathematics than boys. She has tried to curtail this bias by giving 
girls words of encouragement through examples of why girls can be just as good as boys 
in math. Regarding student home life being a barrier, the teacher indicated that a number 
of students have parents who are incarcerated. She further explained that for some 
students, school is the safest place and serves as a sanctuary. 
One method that she has used to motivate students is to ensure that everyone 
knows how they did on tests, as well as their peers. She provided a visual grid based on 
student performance, which shows them how many more questions they need to be 
proficient or advanced so that they can monitor their own performance and be in control 
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of their own learning. She also shared that her students set goals and progress monitor 
their success. She took the position that working towards meeting goals on a standardized 
test is a way to keep them engaged. She expressed fear that she may lose the students 
after the state standardized test has been administered. 
Summarizing key themes that were generated in the third reflective data 
conversation, the following concepts emerged:  
• Use of data: Instruction geared to deficits,  use data to inform students of their 
strengths and needs 
• Student engagement: Enable interaction through groups, “show them they can do 
it,” high expectations, teaching independent skills, varied resources to retain 
interest, use of interactive white boards to connect skills, problem solving, set 
goals for learning, small steps to improve confidence in challenging skills 
• Instructional strategies: Differentiated instruction, focus group, heterogeneous 
groups to be inclusive of special education students, small groups, modeling, 
providing procedural steps, “show and tell how to do,” formative assessments, 
facilitate learning by walking about, provide instructional resources for lower 
level learners, provide visual for self-monitoring 
• Classroom management: Call parent, discuss, manage through instruction, use 
music and incense, calming, keeping focus, provide structure, encourage students 
who use self-control, school is the safest place - “a sanctuary,” external rewards 
• Concerns: Talk about concerns with other teachers, home life is a barrier, some 
parents do not support students or are incarcerated 
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Reflective conversation four. The fourth reflective conversation involved a 
teacher with relatively high teacher efficacy. This teacher indicated that she pulls from 
grade 7 and grade 8 for English language learners. This teacher has also witnessed 
significant growth, especially from the second test to the third test. The teacher indicated 
that she has pushed hard and is “always driving students and to keep them on their toes.” 
She has used various strategies, which have helped students achieve substantial gains. 
She used data to identify weaknesses and then targeted instruction to those weaknesses 
(differentiated instruction). She focused on non-fiction text by having students defining, 
explaining, visualizing, making comparisons, and delineating fact and opinion. She 
believed that she has increased student engagement and independent monitoring. 
Students were able to monitor their performance and plan accordingly for success. She 
explained that they were able to accomplish this task as a result of a smaller class size. 
She has grouped students by language proficiency, and she has grouped the advanced 
students by grade level. She reviewed topics that were taught earlier in the school year so 
students wouldn’t forget, and she has been using the Coach (skill) test preparation books 
to assist in learning tested skills from beginning to end of the school year. 
On the downside, this teacher indicated that she has no team time planning period, 
and language proficiency testing is “driving their lives.” The obstacles to achieving 
proficiency include only having her English Language Learner students for instruction 
for 40 minutes a day. At least 50% of her students are English language learners 
(language barrier) and are special education students.  
On the positive side, she noted that teachers are collaboratively working together 
and multi-tasking to help improve student achievement. She indicated that language is 
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less of a barrier with mathematics where kids experience more success, which tends to 
get them excited about their achievements. In order to keep challenging the stronger 
students, she has them assist her with the others. The stronger students enjoy it and it 
helps to reinforce the material for them. 
This teacher motivates students by letting them know their scores and having a 
celebration when students show success. For example, everyone who improved received 
a certificate. If improvement went up an entire level (basic to proficient, etc.), she 
rewarded them with candy. She was moving forward by focusing on the use of the text 
with supplementary materials for reinforcing vocabulary for her English language learner 
students. 
Summarizing key themes that were generated in the fourth reflective data 
conversation, the following concepts emerged: 
• Use of data: Uses data to drive instruction, gear to deficits, identify weaknesses 
and targets skills, show students their data 
• Student engagement: Students were able to monitor their own performance, small 
class size enables engagement, get students excited about their own success, 
cooperative grouping for instruction, celebrate success, and use of extrinsic 
motivation (food) 
• Instructional strategies: Small groups, high expectations for learning, 
differentiated instruction, focus on non-fiction text, have students explain, define, 
visualize, make comparisons, delineate fact and opinion, grouping by language 
proficiency levels, building upon prior knowledge, utilizing resources, modeling, 
use of supplementary materials for re-enforcing skills 
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• Other ideas: Limited time to teach students who are not proficient in language or 
are in special education, and teachers collaborating, multi-tasking 
Reflective conversation five.  The fifth reflective conversation involved a teacher 
with relatively moderate teacher efficacy. This particular teacher had 84 students, and she 
was associated with mixed performance results (some gains and some losses). She was 
directly responsible for two high achieving and two struggling classrooms of students, 
some of which were special education students who received inclusion services. She 
believed that lower performers tend to pose behavior problems. She and her colleagues 
planned strategically to support students who struggle with behavioral problems by 
moving them within the team so that a student may no longer exhibit behavioral issues as 
a result of their planning. One of the strategies this teacher used was to move a behavioral 
problem student to a higher achieving group, hoping that the pressure would result in an 
increase of scores. In general, teachers monitor students’ academic performance based on 
4Sight benchmarks scores and class grades. This teacher has moved to using small group 
instruction because she believed that it cuts down behavior problems, which increased the 
student’s ability to understand the material. These small groups took place in completely 
different classrooms. 
The teacher developed “targets” for achievement, and she felt a need to keep 
working on all skills at all times so that the students did not forget the material. She used 
smart boards and had been working with Coach (skill) test preparation books to teach a 
mini lesson daily. The students were allowed to use their notes for some tests. She 
encouraged students to use their books to search for the desired information. Her thoughts 
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were that by doing this, students’ grades went up because searching for and locating the 
correct information would be a learned skill. 
This teacher opines that students will do better if they develop a relationship with 
their instructor that is based on respectful interaction. She has found a way to “make 
deals with kids,” which gives them the opportunity to be successful, resulting in a 180-
degree turnaround. Data is important to her. She would like to test more frequently, 
which would give the students more feedback to keep them more motivated and focused. 
When students can see their personal growth, it makes a big difference. Sharing data from 
test scores with her students is important to her. She also reported that the “team” is 
committed to student success. 
Although she did not report any barriers or gender issues, if she could go back and 
change something, she would have implemented the on-line component of Study Island 
sooner in the school year because it addressed individual student learning gaps. 
Currently, she has set up 20 computers for Study Island use in her classroom, and will 
collaborate with another teacher in utilizing this as a means for instructional support. She 
noted, “I want the students to do well, and sometimes, that is what they hang on to.” She 
has motivated the advanced students to keep progressing by having cookies on Fridays. 
Summarizing key themes that were generated in the five reflective data 
conversation, the following concepts emerged: 
• Use of data: Set data targets for improvement, data keeps students focused upon 
their learning, share data with students, “little charts on the wall make a big 
difference”, use data to address individual learning needs 
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• Student engagement: Use of notes for some tests, extrinsic motivation – “cookies 
on Friday,” students see their own personal growth, technology as a support for 
learning, “I want students to do well and sometimes, that is what they hang onto.” 
• Instructional strategies: High expectations – “keep working”, constant review of 
skills, use of SMART boards for instruction, mini-lessons, use materials as 
references to find answers 
• Classroom management: Lower performers are behavioral issues, pair higher 
achieving students with lower performing students, peer pressure, small group 
instruction with misbehaving students, building relationships with teachers 
• Other ideas: Team is committed to students’ success 
Reflective conversation six. The sixth reflective conversation was conducted 
with a teacher who had relatively high teacher efficacy and possessed certifications in 
every content area, but was teaching the least amount of years. Consistent with the fifth 
reflective conversation, this teacher also had mixed student performance results. Her 
rationale for the decreases in performance was that test questions were harder on the third 
benchmark test. In fact, she stated that they discussed this issue with team members and 
they surmised reasons for the results. They concluded that the type of questions changed, 
students may not have taken the test seriously, new students took the test for the first 
time, and other students had exited the school. She had a different constellation of 
students on the third test. All of this may have contributed to the lower performance on 
the benchmark test for some students.  
This teacher understood her students’ data. Some of the ways in which she  
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tried to remediate students was to focus on the students’ weaknesses (uses data to 
determine weaknesses) and to design her instruction around the specific student 
(differentiated instruction). She also used “scaffolding” whereby she tried to get students 
to reach their fullest potential. She implied that language acquisition impacted English 
language-learning students as they simultaneously try to master the content. She 
presented the material multiple times while incorporating open-ended questions in 
reading mathematics. For more able students, she provided more challenging questions. 
This teacher viewed that a student’s academic success came from focusing and 
good rapport with the instructor. Students are willing to work hard when their teacher is 
encouraging them and not giving them a choice. She does not allow certain students to 
use a calculator when doing math problems because some use it as a crutch. They must 
do it without a calculator so that they can learn the process. Her strategy was to get them 
to figure things out without the tools so that when they take the test with the tools, it will 
increase their chances of success. She permitted lower level students to use a calculator. 
She required all students to show their math work.  
This teacher saw a curriculum issue at the school, especially with regard to her 
instructional content area. In her view, teachers need to sit down and honestly discuss 
curriculum issues during the summer. Teachers need to teach in a cross-curricular 
fashion, and they need to be doing something different from what they are currently 
doing to support student learning. She took issue with the way students were being 
assessed. She also expressed disagreement in calculating student reading levels based on 
the 4Sight benchmark assessment. 
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Other issues of concern with this teacher included the advanced students needing 
more challenges, students being taught in all three areas in science, and the disadvantage 
of homogeneous grouping. She pointed out that special education students are tracked 
within team and they are instructed differently than their more able or higher achieving 
counterparts. This teacher’s view was that special education students could rise to the 
challenge if given the opportunity. While time constraints pose a challenge for 
instruction, this teacher indicated that differentiated instruction is helpful for students 
through one-on-one instruction. With regard to student assignments, this teacher would 
like to do more projects (hands on), but often, students are asked to do worksheets as a 
means for learning. 
This teacher perceived that students do not see the connection between math and 
science. She has made efforts to strengthen those curricular areas. New to the building 
this year, she expressed frustration and a desire to regularly work with school 
administration and her colleagues. She would also like the administration to follow up 
with students who have behavioral problems and not allow them to continue being 
disruptive. 
Summarizing key themes that were generated in the sixth reflective data 
conversation, the following concepts emerged: 
• Use of data: Acknowledged benchmark test discrepancy design, utilizes data to 
address student weaknesses 
• Student engagement: Encouragement, “students are willing to work hard”, hands 
on projects over worksheets, and one-on-one instruction 
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• Instructional strategies: Differentiated instruction, scaffolding, presents materials 
multiple times, incorporate open-ended questions, teach math concepts and not 
just calculator use 
• Classroom management: Develop a good rapport with students, administrative 
follow- up with behavior 
• Other ideas: Student transiency impacts learning, language acquisition impacts 
learning mastery, believes curriculum creates learning deficiency if it is not 
rigorous, time constraints for learning acquisition, special education students can 
learn if there is time 
Reflective conversation seven. The seventh reflective conversation was 
conducted with a teacher who had relatively moderate teacher efficacy. The administrator 
began the conversation by pointing out that the teacher’s class performance on the test 
dropped significantly. The teacher’s rational was that the drop was due to a lack of 
student effort and enthusiasm. He explained that he provided student engagement to 
understand math applications. The teacher explained that it is hard to motivate someone 
who “sabotages the test” by not making an effort to try. 
This teacher had been writing his lesson plans to focus on open-ended math 
questions one day of the week and utilized the reading teacher to support this effort. He 
explained that the deficiency is not due to a math problem but rather a language problem. 
He did not use strategic grouping, but he paid more attention to those students who are on 
the cusp of mastery to address the learning gap for academic needs. He differentiated the 
instruction based on the students’ weaknesses. He used the computer lab for technology-
related instruction for math, and he had students pulled out of social studies (and science 
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if necessary) to get the instruction that they needed to do well on the math portion of the 
standardized test. He monitored student performance via formative types of assessment 
where students were regularly assessed and given substantive feedback on their 
performance. The teacher recognized that he would slow down sometimes and focus 
more on mastery than coverage to support student learning. He also indicated that he did 
not see any gender differences in student performance. 
Math teachers collaborated one time per week to plan lessons together to make 
sure that they were covering the same content. He explained that the biggest way to 
support student achievement was to have another person there to help with building 
lessons for success. In fact, when asked if he could change something, he said that he 
would have collaborated with other teachers sooner to make sure that their instruction 
overlapped. 
The teacher created a “healthy” competitive classroom atmosphere; students 
wanted to know where they were relative to their peers. Students helped to create their 
own challenges. He tried to motivate them to increase their benchmark scores by 
providing external rewards. This teacher set personal goals for his students to increase 
their overall academic performance. He indicated that he needed to keep pushing the 
students, and he has made the effort to “hit the open-ended questions hard.” He was 
trying to get the students to have the same passion that the teachers have with regard to 
achieving performance gains and setting performance goals. 
Summarizing key themes that were generated in the seventh reflective data 
conversation, the following concepts emerged: 
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• Use of data: Uses data to focus on mastery, uses data to determine areas of 
weakness, and setting performance goals with students 
• Student engagement: Detailed feedback to students about their learning needs, 
partnering students for support, creates a competitive classroom, allows students 
to create their own challenges, provides extrinsic rewards 
• Instructional strategies: Open-ended questions, differentiated instruction, 
formative assessment, focusing on mastery, - not just covering curriculum 
concepts 
• Other ideas: Lack of student motivation, collaboration with cross-curricular 
content teachers, collaborates with other math teachers, collaborating to ensure 
instruction overlaps 
Reflective conversation thematic findings. Based on the narrative summaries 
from the seven reflective conversations, several themes emerged, which were presented 
in Table 4.9. In general, the teachers tended to feel as if their strategies were successful 
given that students showed substantial gains in most cases. The strategies used included 
constantly pushing students to work hard, targeting instruction according to student 
weaknesses identified via the data, monitoring student performance in a formative 
manner, pulling students out for additional assistance (resource period) and/or forming 
groups in a strategic manner, constantly trying to encourage and motivate students 
through praise and rewards, collaborating and cooperating with fellow colleagues, 
integrating reading and mathematics throughout the curriculum, using technology to 
supplement the curriculum (e.g., Study Island, computers), and using the resource room 
to support regular students and special education students’ needs. The barriers that 
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teachers faced tended to pertain to the students’ home lives (e.g., incarcerated parents, 
parents who discourage students) and language barriers.  
Participant Interview Descriptive Findings  
In addition to the reflective conversations, the researcher interviewed two 
administrators and seven teacher participants utilizing three sub-questions that were 
incorporated in the study. The descriptive narrative findings based on the coded 
responses for each interview are provided first, then followed by the overall thematic 
findings from all nine interviews.  
Based on the narrative summaries from the nine interviews that utilized the three 
sub-questions, themes that emerged from the qualitative data are noted in Table 4.10.  
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Table 4.10 
Interview Thematic Findings 
Interview themes 
Reflective conversations lead to digging deep into the data 
Reflective conversations force teachers to take greater accountability 
Data collaboration leads to reflection about students’ needs and instructional practices 
Teachers appreciate the value of reflection with administrators and colleagues 
Collaboration with administrators and colleagues leads to reflection about practices 
Collaboration leads to the development of new/more effective instructional strategies  
Teachers leverage each other's strengths for targeted and differentiated instruction  
Student groupings and pull-outs changed as a result of understanding students’ needs 
Integration of reading and mathematics through the curriculum – constant review 
Motivate students by sharing the data and monitoring their performance 
Building relationships with students is necessary to reach the students 
Improved student achievement (at the individual level) 
Improved teacher efficacy as a result of knowing how to support students effectively 
School leader has a critical impact on teacher self-efficacy 
School leader needs to be supportive of teachers’ needs 
School leader must be a master teacher  
School leader must give teachers their autonomy  
School leaders must provide guidance and suggestions to teachers 
Reflection ultimately leads to positive teacher self-efficacy 
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Teacher interview one. The first teacher interviewed was associated with 
relatively high teacher efficacy and she exhibited a passion in her interview with regard 
to her compassion and concern for her students. The interview was conducted in the 
teacher’s classroom. The researcher noted positive phrases and words of encouragement 
posted throughout the room. Colorful, teacher-created resources were prominent and 
available for students’ use. A small reading center was featured for a quiet reading 
location. The teacher had a table at the front of the room with colorful table baskets filled 
with manipulatives for student use. Desks were placed in groups of four for cooperative 
learning opportunities.  
The teacher stated that she believed that teacher efficacy could change as a result 
of participating in reflective data conversations with her school administrator because the 
teacher feels “more of a part of change.” Teachers were not only collecting data and 
seeing what students were doing, but they were also collaborating with other teachers to 
discuss student performance. By having reflective conversations, teachers felt more 
involved and they got to “really dig deep” into the data to identify students’ strengths and 
struggles. As a consequence, the teacher was able to respond in a targeted fashion.  In 
fact, she explained that data had actually changed how she taught. According to this 
teacher, the collaboration was pleasant because it was good to get administrative 
feedback, which helped her to become a master teacher. For example, this teacher gained 
an understanding of how to present higher level questioning from conversations with her 
administration.  
Through reflection, the teacher could better determine if she needed to do 
something differently, and therefore, reflection facilitated differentiated instruction for 
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her students. She indicated that there were times when she really needed to get to the 
student’s level and “break things down”. Also, while the curriculum itself remains the 
same, the teaching becomes completely different. Some of the things that she has done 
differently included using reciprocal teaching, because “if you can learn it well enough to 
teach it, then you have really learned the material.” She further explained that the 
students worked with classmates in this manner, because it raised their own self-esteem 
and made them feel important. She explained that the classroom provided opportunities 
for social exchange. Students could complement each other through their own mastery of 
skills that they possess. 
Based on this teacher’s instructional changes, she has developed supports in her 
classroom to assist students to be more creative and to think at higher levels of Bloom’s 
taxonomy.  She enjoyed watching kids learn. Some of the things that this teacher has 
tried to do was to incorporate some centers, group students by splitting them down the 
middle, and then differentiating instruction. She explained that the students do not know 
that they are being sent to centers by ability. This differentiation of instruction is 
important because students will quit trying when they think that they cannot do 
something. However, she expressed that one has to take things one-step at a time in order 
to build a student’s confidence. 
 This teacher believed that leadership should have a big impact on teacher self-
efficacy, and those in leadership positions should be master teachers themselves. 
Teachers should be able to consult with their leaders and get answers to help them 
instructionally. Leadership should recognize and praise teachers for a job well done. 
Administration should observe teachers and collaborate more so that leaders can help 
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lead teachers to their own learning and professional growth. Teachers must continue to 
grow professionally in their own skills every day because students are changing every 
day. This teacher saw that in order for a leader to have an impact on the teacher, there 
must be mutual trust. Leaders must encourage teachers to try different tactics through 
mutual trust. Trust is built on honesty, so the administrator can’t just say what the teacher 
wants to hear, but what the teacher needs to hear. Confidentiality was also important to 
this teacher in building trust. She stated that the administration has provided some great 
support, and has provided leadership through suggestions and positive/kind words. 
The central focus of this teacher in this interview was “to make sure that children 
believe that they can succeed.” However, the teacher has to first build a relationship with 
the students. She explained, “The students don’t care how much you know until they 
know how much you care.” Building that relationship has to do with “how you treat 
students”; teachers have to go that extra mile. In some cases, this teacher used extrinsic, 
tangible rewards if that is what it took to see students make progress, although she 
believes that it is really more than just about the candy (external reward). 
A unique theme that emerged from this teacher’s interview was her reference to 
basic needs and how fulfilling students’ basic needs has to come first before real learning 
can occur.  Students basic needs have to be met so that the child will not fail; it is not fair 
for a child to fail because his/her basic needs have not been met. She reflected that it is 
the teacher’s job to help meet the students’ basic needs. She explained, “We are trying to 
produce good people not just good test scores.” Therefore, “the whole child must be 
taken into consideration for real learning and academic success can take place.” 
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According to this teacher, teachers have to reflect on their practice daily with 
challenging days requiring more reflection. Teachers need to look at what they did or 
didn’t do and assess the cause and effect of their actions. When the students fail a test, the 
teacher must take accountability and drill down to see where the problem exists, and then 
modify instruction accordingly the next day to support student learning. She explained 
that for teachers, “Good days make you feel great. On the other hand, bad days are the 
ones that make you learn and grow professionally.” 
In order to maintain proper classroom management, this teacher has grouped 
students based on proximity in order to remove them from distractors. When instruction 
offers less fun forms of engagement, she incorporates small breaks to give students time 
for movement because she wants to keep them active and involved. She also tried to get 
students to understand that learning a new concept is not just about them, but rather 
everyone must work together to understand the concept.  
In order to maximize student performance, this teacher grouped students with one 
strong leader, and also mixes it up “so that everyone has chance to shine.” She paid 
attention to learning styles and comfort zones when assigning task/groups. Further, she 
tried to be proactive instead of reactive, and she tried to understand the root cause of a 
behavior problem. She said that she rarely gave discipline referrals or time outs because 
that is what the students want; they want to get out of the classroom (but they have to be 
in the classroom to learn). 
The teacher viewed that all kids are teachable and wonderful; she indicated a 
strong desire to reach those students that nobody wants to help. She made analogies to 
her childhood with the students in her class in the attempt to build connections and 
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relationships.  She made the classroom a place where all students want to learn, and 
where all students try to learn. 
This teacher sometimes feels as if she is an effective teacher, but sometimes she is 
not.  She explained that you have to be prepared for everything, and the students in your 
classroom need to be challenged and ready to learn. To her, teaching is underestimated; 
you need to be dedicated and it is hard work. She tries to stay positive even during very, 
very challenging times. The use of data has made her and her colleagues better teachers. 
Teacher interview two. The next teacher interviewed was associated with 
relatively moderate teacher efficacy. The interview took place in the teacher’s classroom. 
The teacher noted that she believed that reflective conversations keep teachers on track 
because when you look at the data, “it puts you in your place.” Also, the administrator 
has a sense of where the building is as a whole, and therefore, an administrator can help 
the teacher. This teacher prefers to collaborate or hold reflective conversations with her 
team of teachers instead of with the school administrator because it enables her to be 
more strategic and targeted for student instruction. Also, teachers keep everyone in check 
since they are all working on the same teaching team. 
The teacher featured in this interview has used data to identify student weaknesses 
and modify instruction accordingly. She has expressed that the teaching team built on 
each teacher’s personal strengths when developing strategies for improving student 
achievement. Some of the changes that were implemented included forming smaller 
groups of students so that they can teach specific, targeted skills. The team has integrated 
the curriculum to reinforce interdisciplinary skills. She believed that her team is very 
effective in supporting students’ needs. In fact, this teacher indicated that she did not rely 
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upon the school administrator for any kind of modeling, coaching, as a source, or as a 
resource. Instead, she has consulted other teachers where they have more of a peer 
relationship. She further explained that seeing what other people are doing stimulated the 
way that teachers looked at their own craft because they do not want someone else to do 
better than they are doing. 
According to the teacher in this interview, reflective conversations are ways in 
which teachers can be held accountable by leadership. Teachers can get too comfortable 
after being in a position for a while and that is why reflection is so important because it 
keeps you going. Leadership might put them on the right track because the teacher needs 
to do her job so that the school administrator can do her job. As the educational leader, 
the school administrator “should give teachers the tools to do their job,” she related.  
“Anyone can teach, but teachers need to address their students’ needs as well.” 
One way in which administration has helped this teacher acquire skills is through 
the Getting-A-Win program, which focuses on students learning specific standards in 
their areas of academic weakness. Also, going through the data and getting deeply 
involved in the data made the difference. For example, this teacher explained, “I think 
looking at that (data) and talking with the administrator about those areas of weakness 
has really changed the course of the way that I teach.” She keeps a daily journal on things 
that she would change, and this year she has seen a huge difference in her teaching. She 
is more reflective in the way she is teaching, and in the way that students are responding 
to the way that she is teaching. As a result, she has better student engagement. Other 
outcomes of reflection include developing a more student-centered classroom, linking 
historical events to current events, getting students to use higher levels of critical thinking 
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(Bloom’s taxonomy), using supplements, and deviating from the textbook when 
appropriate.  
Through the use of reflection, this teacher has come to the realization that her 
instructional strategies should change because students’ needs change. For example, she 
came to the realization that she does not want everyone in her classroom doing the same 
thing, which has resulted in differentiated instruction. Also, she now has the students 
teaching the class, too, so there is much more student buy-in now, and she believes that 
she is better able to reach all levels of need. When students become self-learners and self-
initiators, then they understand how they need to learn on their own (independently). She 
has told students, “There is no fun until the work is done.” She has also taught them to 
take notes; she wants them to know how to find the important things in the non-fiction 
text. She also stated, “The most energizing moment is when a student realizes that I am 
not harassing him, but that I really want him to be successful, or when I sees the light 
bulb go off (that the student understands the concept).” 
Teacher interview three. The next teacher interviewed was associated with 
relatively moderate teacher efficacy. Learning centers and large tables were set up for 
students to work within the resource room. Student resources were posted, and computers 
were in place for student use. This teacher believed that the impact of reflective 
conversations on teacher efficacy depended on how the conversation went. The impact 
was good if the administrator and the teacher were looking at the data, and if the 
administrator asked the teacher what she could do to help. Reflective conversations 
encouraged deeper thinking and helped teachers assess their instructional strategies and 
make instructional changes as needed. Conversations facilitated teacher improvement 
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through reflection, and “a really good teacher always reflects upon instruction and how 
this impacts students.” 
According to this teacher, to be effective, reflective conversations needs to stay on 
track and they should be done before or after school (to not take teachers from their 
class). Also, the relationship between the teacher and the administrator always plays a 
role with regard to the impact of the reflective conversation on the teachers’ efficacy. 
This teacher believed that teachers and the school administrator should not be “friends”. 
Repeated questioning in reflective conversations helps reinforce the reflection about what 
occurs in the classroom. As a result of reflective conversations, this teacher has used 
many strategies with low performers, such as giving them assignments that are not graded 
for reinforcement or practice. She viewed that this is helping the lower performers grow 
academically.   
While teachers have been using data for some time, they have not necessarily 
been using data to find out what students know and what they don’t know. According to 
this teacher, “You find out what they know, what they don’t know, you review what they 
already know a little bit and teach what they don’t know. I mean, that’s the core of what 
teachers do.” Reflective practice through “Compelling Conversations” unearths other 
findings and “can help teachers identify things being left out of the curriculum, such as 
student interest or fun.” “Compelling Conversations” offer reflective practice to find 
implications of data results, as well as opportunities to discuss instructional strategies to 
support students. The means to differentiate instruction based upon student needs also 
emerged from the data. The discussion helps to remind teachers about using things such 
as white boards, response cards, and interactive activities. However, this teacher thought 
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that reflection during collaboration with other teachers has been more helpful sometimes 
than with the school administrator. In fact, while reflective practice through “Compelling 
Conversations” can help teachers feel better, administration cannot be too negative or the 
teacher will feel bad about their own ability to teach.  
Although reflective conversations can positively impact teacher efficacy, if 
leadership is not good, then things will not go well. The demeanor of the administrator is 
important, as is the way in which the leader is perceived in interactions with teachers and 
children. The leader impacts the whole climate of a building and positive comments from 
the school administrator helps to build a positive climate. Therefore, the school 
administrator should suggest things in a diplomatic way instead of pointing out failures or 
criticizing the teacher without supporting their efforts. Being negative may make the 
teacher want to give up, instead of inspiring them to change ineffective practices. 
For this particular teacher, she had an experience where her principal helped her 
with closure at the end of a lesson by observing her and providing suggestions. Feedback 
promoted reflection. In fact, “without reflection, there would be no teaching.” 
Furthermore, reflection gives the teacher control of his or her own feelings and leads to 
positive self-worth or self-efficacy. 
Finally, the teacher believed that most teachers are positive and want to help 
students learn. If the teacher is thinking in a positive manner, reflecting positively will 
change her instructional strategies. Teachers need to come to work every day not 
worrying about what happened yesterday. Teachers must be positive and “let students 
know that each day is a clean start.” 
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Teacher interview four. This interview was conducted with a teacher who had 
relatively high teacher efficacy. This teacher believed that reflective conversations should 
enhance teacher efficacy, and conversations between the principal/school administrator, 
the student, and the teacher should help change the classroom and school environment in 
a positive manner. Reflective conversations enable teachers to better analyze student 
data, and as a result, teachers are able to modify their instruction to meet the needs of 
their individual students. Also, it is important to note that while this teacher believed that 
some administrators have good ideas, she would go to a peer before going to an 
administrator because her peers are “a little more in tune with what students are going 
through” rather than are her administrators.   
As a result of reflective conversations, teachers have been able to change student 
engagement because they are now working in groups where they are able “to lean on 
each other” and ask more of themselves rather than the teacher. In addition, the teacher is 
now able to facilitate and monitor students more effectively, which is helping everyone, 
not just focusing on the struggling students in her class.  
Some other changes that have been made as a result of the reflective practice and 
conversations include the implementation of System 44, a literacy program that supports 
English language learner students. For this class, students are not doing as much group 
work, but instead are working at their individual reading level. As a consequence, 
students have more individualized support and one-on-one time with the teacher. In 
addition, students have both computer time and paper time with this instructional system. 
Therefore, the teacher can group students more appropriately based on their learning 
needs.  
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This teacher believed that administrative leadership impacts a teacher’s efficacy a 
great deal. If there is no support from the administration, then teachers may experience 
challenge without knowledge or support within the building. The teacher believed that in 
order for an administrator to be good leader, they must be visible and accessible to show 
support for the teachers. Furthermore, a good teacher leader should have presence, 
consistency, and know students’ names (through on-going interaction with them). This 
teacher reflected to share that supportive administrators visit classrooms and address 
student behavioral issues. Active supervision by administration curtails misbehavior in 
the hallways through following through on expectations.  
According to the teacher, reflection impacted teacher efficacy because it helped 
teachers to be prepared and ready (to instruct students). She indicated that she has built-in 
reflection time at the end of the day. However, she does respond “in the moment” as it is 
apparent. For example, she noticed that some students need more practice and will pull 
out something for individual students for reinforcement learning. The teacher also uses 
the technology of smart boards, which provide instant feedback to students. 
As an English language learner teacher, she is not able to meet as a department on 
a regular basis. This makes things very difficult for teachers, since this was formerly an 
option for her and was a great way to share ideas and collaborate. Now, regular education 
teachers must support her on her team and her administrator. She does not have 
scheduled time built in to collaborate with the ELL staff in the building, which would be 
beneficial for teachers and students. This teacher strongly favors such supports.  
Teacher interview five. The teacher interviewed was identified as having 
relatively moderate teacher efficacy. The interview was conducted in the teacher’s 
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classroom. The walls were filled with maps, positive thinking phrases and interesting 
posters. Artifacts from around the world were displayed for students to handle and 
investigate.  
This teacher indicated that a reflective conversation with the school administrator 
makes teachers very aware of where their students are performing because teachers can 
dig deep into the data. When forced to look at the data, teachers are accountable to the 
school administrator, “which starts the ball rolling”. Teachers also collaborate to look at 
the data as a team, and then they go and talk to the principal/school administrator, as 
opposed to waiting for time to meet with the administrator, as meetings with the school 
administration may not happen regularly. 
As a consequence of looking at the data, teachers can see how close the students 
are to making it (meeting the standard), and then teachers can look for something that 
could be taught or pushed to get them “over the hump” for a skill. One strategy that the 
team implemented based on the data was to group students differently. The students were 
grouped in fours where they put the students who last year were advanced or proficient in 
PSSA in a group with two students who were close to becoming proficient, and then the 
fourth student selected for the group was one who was at basic or below. Teachers have 
considered participation as a grade to ensure everyone (in the group) was working. The 
teachers are united in the effort and are “all on the same page”. This teacher believed that 
the new groupings were working (to support students’ skills and collaboration). 
Another strategy implemented by the teacher made students aware of their 
benchmark assessments proficiency and could see their improvement. “Our team has 
them color in the charts so that they can see their improvements.” This motivated 
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students even more. In addition, the data can be used to break down student performance 
by standard so that the teachers can identify student weaknesses and then try to 
emphasize the standard across the curriculum: “just keep hitting (the skill).” 
According to this teacher, leadership impacts teacher self-efficacy by making 
teachers aware of their strengths and needs. If teachers have the support of their 
leadership team, it goes a long way in every area of teaching. Also, while the teacher 
knows that she is doing a good job, every now and then she needs to have it 
acknowledged by the administration and then ask about it during moments of reflection. 
A good leader/ administrator should be flexible, yet stand his ground (standing his ground 
will make the students feel safe), and have perseverance. 
This teacher saw student-efficacy being impacted more by relationships than by 
the data. She believed that if you build a relationship with students, “they will work for 
you” (the teacher). “Students are smart, and there’s got to be something in it for them” (in 
order to achieve). She explained her rewards for teaching: “Just when you think you’re 
going to lose your mind (in frustration) that’s when you ‘got’ the kid.” Finally, she 
explains that tomorrow is a new day, and teachers should give students a fresh start every 
day.   
 With regard to the way in which reflective conversations transfer over into teacher 
efficacy, she explained that after looking at the data, she had to face the fact that she has a 
role to play in helping students to achieve. As an educator, she related, “I can’t blame the 
kids for everything (that they miss instructionally.) Realizing that you have to adjust 
something (in your classroom or instruction) is the hardest part.” Teacher efficacy is 
impacted by the teacher’s relationship with the students, the data, and “the lovies from 
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the administration.”  Furthermore, teachers need an instructional leader and need to “feel 
like someone’s in charge, just like the kids do!” Teachers can also build their efficacy by 
getting professional development and talking during team time to work collaboratively. 
She added, “Teachers must have uninterrupted time to collaborate and reflect as a team to 
support their students and work effectively.” 
Teacher interview six. The next teacher interviewed had a negative disposition 
about her administration, although she was associated with a relatively high level of 
teacher efficacy. New to the building, the teacher desired the support and encouragement 
of her building administrators. During the past year, while at another building in the 
district, she did hold reflective practice conversations with her school administrator 
regularly, which enabled her to examine student data with principal/school administrator. 
Together, they examined the trends, correlations, and the growth of the students, which 
helped her to determine what she could do differently to help support her students. 
This teacher stated she has used data to determine where students are in order to 
prepare them for the PSSA. In the sections she instructs as a content teacher, she has 
inclusion students. She has spent more time teaching math, which has taken away from 
instructing her specific content matter. Two of her four classes were inclusion classes and 
did not perform well on the benchmark assessments. Based on the data, this teacher 
would determine student weaknesses and then, form small heterogeneous groups. She 
created her own flexible grouping. Some students received more individualized time with 
her, which enabled the students to ask questions that they were afraid to ask in front of 
the class. 
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This particular teacher indicated that she felt threatened and inadequate when 
participating in reflective conversations with her administrator this school year. She 
explained that there was a lot of pressure on the principal, which was trickling down to 
the school administrators and teachers. She further explained that administrators should 
not keep telling the teacher to push harder and that they are doing things wrong all the 
time, especially when the teacher believes she is a good teacher who goes above and 
beyond to support her students with needs. Furthermore, she personally believes that 
everyone teaching low performing students should have heard the same speech because 
they should be working as a team. 
While other teacher participants gravitated toward each other for collaboration, 
this teacher did not feel supported by her team. Issues she identified were a lack of 
teacher collaboration. She wished that all teachers, including the special education 
support teacher, would feel personally accountable for all special education students’ 
success. She explained that the school administrator never communicated any specific 
strategies, and often teachers were put into positions without the necessary support or 
training. To increase her personal repertoire of skills, the teacher enrolled in a second 
master’s degree in Special Education to assist her in helping students.   
The teacher believed that teachers could improve their self-efficacy through 
professional development such as going back to school, reading Education Week, or 
reading educational journal articles. She stated that teachers could be more effective if 
they developed relationships with students. She explained that, “If you look at it and you 
try hard enough, you can find through reflection reasons why.” She further indicated that, 
“So I would say reflection probably is the best key.” 
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The teacher indicated that a good leader should be a good communicator, 
someone that clearly states the expectations and communicates a sense of pride in the 
district, a sense of self-worth. A good leader should also be knowledgeable and tell the 
truth. School leaders must exhibit these characteristics and address disciplinary issues to 
support teachers’ sense of efficacy. She has been collaborating with her colleagues from 
the graduate school and has been able to come up with fresh ideas for her pupils. To her, 
reflection and personal strength transfer to positive self-efficacy and effective instruction.   
With regard to her administrator, a relationship is necessary. She recalled a former 
administrator who took pride in her staff, was an encourager, and supported the teachers 
in trying new things. She would model instruction and attend teacher and student 
activities. This teacher also noted that all teachers need support and hope in their efforts 
with students. Without administrator support, teacher burnout occurs and teachers look 
for different forms of employment. 
Teacher interview seven. The seventh teacher interviewee participant was 
identified as having relatively moderate teacher efficacy. The interview took place in the 
teacher’s classroom. Everything was labeled for students’ easy access. In addition, the 
classroom was filled with science-related materials. During the current year, the teacher 
was instructing math, although he also possessed a science certification. He utilized 
science-related materials to enhance math application in his classroom.  
 This teacher indicated that the most important thing resulting from the reflective 
conversation was the introduction of student data. By seeing the students’ data, teachers 
could “dig deeper” now and analyze student achievement in three phases: (1) grade level, 
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(2) classroom, and (3) student (e.g., value-added data). Teachers could “drill down” to the 
item level (to determine the standard or skill needed). 
This teacher noted accountability in that it is “the teacher’s responsibility to pull 
the data when it becomes available.” He now has a data binder through which he has 
tracked the progress of every student. He reviews the data with students (tries to do it 
within three days of entering everything into the data book) and then he reviews it again 
to make sure that he is prepared for his reflective conversation with the administrator. 
Some of the strategies that this teacher is using as a result of looking at the data 
include the creative use of time. He presents a specific concept or lesson done during the 
resource period (e.g., cover what was missed during class time), and trying to look at 
areas of academic weakness to see what he may be missing through instruction or 
standards. Prior to using the data, he was just guessing and moving through the content, 
he noted. As a result of looking at the data, his actions have changed. It has forced him as 
a teacher to talk to students one-on-one about the data, and to chart the data so that 
students can monitor their own progress. Since doing this, students are taking personal 
responsibility because they can see their growth (or lack of growth). When a teacher 
understands how children learn, they begin teaching in a different way. This year, he has 
started teaching mathematics in a way that supplements the science content area. Because 
of this, he is able to incorporate different teaching modalities, which really helps him to 
reach the lower performing students. He explained that looking at the data has made him 
rethink how he teaches math, which resulted in him trying to make everything he does 
more concrete. He utilizes more hands-on application where he believes that the students 
will grasp the concept at least fifty percent faster than when he just gave the information 
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to them (verbally) or from the textbook. He has also started conducting science 
experiments without going strictly by the textbook.  
In addition to changing instructional strategies, the use of the data has led to more 
teacher collaboration where teachers are asking other teachers each other about what they 
do instructionally. For example, the biggest change is that they have formed into 
cooperative learning groups. Teachers can also access student data, discuss student needs 
and compare information with other teams. This is important because it allows teachers to 
know what other grade levels are focusing upon so comprehension levels so students can 
be prepared when they enter the next grade level. 
With regard to discipline, he had to change his style of teaching to address the 
needs of the students. He has realized that students are social beings. He recognized the 
need for building relationships with students through “more personal interaction” and 
encourages one-on-one with students or small groups versus whole group instruction. 
As a consequence of the reflective conversations, this teacher is more confident 
with the data now, and he feels as if he can talk to parents about how their child can 
improve their skills. Also, although some students challenge teacher authority, he is 
trying to provide leadership in two ways: (1) have students who failed reinvest in 
themselves, and (2) mentor students. He is trying to mentor through his professional 
conduct. He tells students, “It’s, okay, to be a male, of minority status, and be educated.” 
The interviewee admitted that the realization of change did not come easily to 
him. From his previous military background, “everyone was much disciplined” and he 
had to get to understand the students. The process has made him realize that every student 
is different and has different needs. The reflective practice or data review has also forced 
  133 
 
this teacher to look at himself, and as a result, he has begun recognizing and paying 
attention to the students as learners, as opposed to education per se. Once he learned how 
to balance the relationships with the academics, the students themselves began to change. 
He also stated that when students understand self-discipline, they understand life in 
general.  
Administrator interview one. This interview was conducted with one of the two 
administrators. This administrator explained that reflective conversations made teachers 
more aware of the data, and it makes them assess their teaching strengths and 
weaknesses, which should result in instructional changes. The reflective conversations 
also helped to identify gaps in the curriculum and they make teachers more reflective on 
their professional practices so they are aware of their own progress or needs. “They can 
determine what they are not doing or what they are not doing well.” In addition, some 
teachers often are concerned about their students’ performance, so a review of the data is 
an opportunity to share student gains in skills and celebrate efforts.  
This administrator has used walk-throughs as a daily tool. She has encouraged 
and supported teacher collaboration to assist teachers who are struggling with the use of 
data so that they will be able to use the data to improve their instruction. Using data leads 
to improved instruction. The administrator recalled times when teachers have asked for 
assistance because they want to fill the gaps in their instruction. Data also helps teachers 
to become more flexible in their teaching styles and to differentiate instruction more 
based on the needs of students. 
The administrator indicated that they have more behavior problems than before 
with limited resources, and therefore, teachers really need to engage the students to “pull 
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them in”(instructionally). She credits the increase in behavior problems to outside 
influences, such as a lack of parent support or stress from pressures placed on the 
teachers. She said that teachers constantly have to find new ways to teach to reach their 
students. Teacher collaboration has helped teachers develop new and different strategies. 
This administrator indicated that some teachers need more assistance than they might 
have needed in the past with classroom management. Supports for student 
learning/behavior and reduced class sizes were previously funded by state allocations; 
thus, state funding has impacted teachers’ instructional needs. Teachers are relying more 
on their grade level teams than their content departments for support that meet once per 
month. In addition, the teaching team was more familiar with the individual student data 
and can plan for ways to address student needs.   
Having the administration engage in reflective conversations with teachers has 
helped them because they are able to use the data to be more effective teachers, the 
administrator related. For example, teachers have used data for the resource period to 
determine how to group students for the best instructional impact. On team, teachers are 
able to change their schedule a little, use more differentiation, and use more intervention 
time in the classroom. They regroup students frequently to ensure that special education 
students are not the only ones who receive support. The administrator believes that they 
“are really seeing the change that has impacted their thinking” and practices as a result of 
reflective conversations.  
Some of the strategies that the teachers are using pertain to the creation of really 
small plans of instructional strategies, the integration of reading into the social studies 
curriculum, the integration of reading and mathematics while also focusing on science 
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standards, and the use of the computer based Study Island program. As a result, the 
teachers have had a more positive perception of their own ability. Teachers are feeling 
very much supported, and are now teaching standards to ensure that students rise to the 
expectations of the state. 
The administrator noted that teachers are adopting different approaches based on 
their individual strengths: “They are working together to make sure that instructional 
gaps do not occur and student performance increases.” Teachers have become more 
positive when student data indicates that students are learning. But positive self-efficacy 
is not always maintained when faced with other challenges outside of the realm of the 
school. 
In order to maintain the high levels of performance, teachers are being asked to 
reflect on their practices. It is often difficult to encourage people to be reflective, 
especially on a daily basis. Also, there are time constraints that limit reflection within the 
school day. Therefore, the guidance of leadership to examine data is necessary. 
According to this administrator, “some teachers are more naturally reflective than 
others,” although all teachers want to be able to identify their own strengths and 
weaknesses. The relationship between administration and the teacher must be imperative 
in order to facilitate this process. Administrators need to have the trust of teachers in 
order for them to talk to their administrators. Teachers are very protective about their 
craft and about their classroom. She explained that, “If they don’t trust you, they feel that 
you are attacking them, not just trying to make them a better teacher.” 
Administrator interview two. This administrator interview meeting indicated 
that reflective conversations gave teachers an opportunity to monitor student progress, 
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and an opportunity to discuss and collaborate upon strategies. As a result of reflective 
practice through conversations, teachers have begun using focused student groups, where 
they can support students’ strengths and weaknesses. In addition, teachers have been 
designing specific lessons to engage students.  
According to this administrator, grade level teams are working together well. The 
teachers have been able to “unpack the data and identify what needs to be done”  
instructionally. The teachers have been assigned to specific strategies as a function of 
their strengths. For example, one teacher has been utilizing focus groups while another 
teacher has been pulling students out for reading and math. The teachers have also been 
able to create small groups for more effective differentiated instruction or instructing by 
“hitting kids on different levels and different areas.” He noted that teachers have begun 
integrating the curriculum so that the core skills are embedded throughout all courses. 
The administrator sees his role as one who creates reflection about teaching 
practices:  “the person who asks all the right questions.” But, “the teachers determine the 
expectations and bar” (for student performance). Now students see teachers working 
together collaboratively. Students notice how hard the teachers are working and as a 
result, they are responding favorably to teachers. In fact, discipline problems have 
dropped considerably within the building, which the administrator has attributed to 
increased student engagement and what teachers are doing (to engage students) in the 
classroom. 
This administrator perceived that administrators can have a positive impact on 
teacher efficacy by allowing them to be flexible and “do what they feel is in the best 
interest of the student,” by providing helpful hints, and by helping with classroom 
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management issues. Teachers want support and communication with their administrators. 
Administrators can positively impact teacher efficacy by asking the right (kinds of) 
questions and letting the teachers develop their own answers so that they have ownership. 
Reflecting together with the teacher, an administrator can offer suggestions as to how to 
achieve student performance goals. When this occurs, students benefit. 
The administrator featured in this interview stated that his relationship with the 
teachers has been relaxed. He explained that, “When I go in there, I’m not an assistant 
principal, I’m part of the team: How can I help you?" The administrator has shown his 
willingness to do what he can to help teachers by serving as a guest instructor and 
modeling strategies for one of his teachers who was needed support for instructional 
delivery in the classroom. 
When teachers reflect and their instructional strategies improve, teachers are 
proud of their students’ growth, so they feel good about what they are doing. Teachers 
have been sharing the students’ performance growth with the students themselves. The 
students and the teachers are validated by seeing that their effort is “paying off” as 
students improve academically. 
The administrator stated that student growth has been a result of reflecting upon 
teacher collaboration, what they are doing in the classroom, the teaching (practices), and 
utilizing data during team collaboration. He explained that the “teachers are constantly 
trouble shooting and coming up with different ways of teaching to address needs.” As a 
result, he believes that teachers have greater self-esteem and relying upon their team to 
support their own skills.  
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In addition to what the teachers are doing, the administrator believes that his 
leadership style has been effective because of his positive approach to situations in a non-
threatening manner. He praised staff for their desire to improve. He realized that he needs 
to be organized enough to help teachers and be available to them for support. 
Sub-question one: How does teacher efficacy change over time as a result of 
participating in reflective conversations with the principal/school administrator? Results 
indicated that several common themes emerged from the interviews.  
One theme, based on the three sub-questions, was the impact that reviewing and 
“digging into the data” has on teachers’ instructional strategies. Teachers felt that through 
the use of data, they expressed that they were more capable in supporting student 
learning, and their understanding of data improved their capacity as professionals. When 
teachers “are forced to examine their students’ data” for strengths and weaknesses in 
standards proficiency, they are also compelled to take greater accountability for student 
learning and subsequent performance. However, it is important to note that some of the 
teachers’ said that they prefer to have reflective conversations with their team members 
instead of relying on conversations just with their administrator. This may be due to the 
constant changes in administrative teams at the site or perhaps may be more convenient 
to teachers to meet during planning or converse briefly with each other on a daily basis, 
as opposed to only meeting quarterly with their school administrator. 
When teachers meet, they can adjust instruction as needed, based on the data and 
students’ needs. Time with administrators must be scheduled to ensure meetings occur, 
which can be an obstacle. The teaching team preferred to make decisions based on the 
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students’ needs and if the team agreed upon the interpretation of the data, all team 
members carried out actions during instruction. 
Other key themes that emerged pertained to the variety of instructional strategies 
teachers used to support student learning and engagement. Teachers appreciated time for 
reflection and the opportunities for peer collaboration. In so doing, they were able to 
leverage each other’s strengths. This enabled teachers to “be on the same page” so that 
they were able to be systemic and consistent in targeting skills and provide differentiated 
instructional strategies. Since they knew their students well, they could easily 
strategically plan student groupings and pull outs for instruction. When allowed to reflect 
and collaborate, they purposely integrated math and reading instruction across the content 
areas so that skills and strategies could be frequently utilized and practiced to support 
student needs.  
By teachers understanding the data, they became more aware of and more 
accountable for student academic performance. This had a trickle-down effect in that 
teachers and students knew the individual needs and began to interact with them 
differently. Teachers shared performance results from benchmark data with the students 
whom they instruct to make them aware of their own strengths and needs and set goals 
for students. This made students accountable to improve in those areas. Students became 
motivated to respond through the teacher interaction and academic effort on the goals 
they set. Teachers noted improved student achievement, and this affirmed that their 
efforts impacted student learning. Through on-going discussion about students and their 
learning needs, teachers have been changing their instructional strategies and engaging 
students in their learning. Reflective practice has led to the development and 
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implementation of effective instructional strategies, higher student achievement, and 
ultimately positive teacher self-efficacy. As teachers perceived that their intentional 
changes in instructional strategies had an impact on improved student achievement, their 
perceptions of self-efficacy improved. 
Sub-question two: In what ways do teachers perceive leadership impacts their 
self-efficacy? Results indicated common themes that emerged from the interviews about 
how leadership impacts perceptions of self-efficacy. 
According to teachers and administrators, the principal/school administrator 
leader plays a critical role in teacher efficacy. School administrators need to be 
supportive of the teachers and give them their autonomy over instruction and ownership 
of the practices that they implement with students. Teachers indicated that leaders need to 
be master teachers so that they have a knowledge base of practical suggestions and ideas 
to share with teachers. With practical classroom experience, school administrators must 
be able to provide guidance and suggestions to teachers to help them improve the manner 
that they engage students, implement specific instructional strategies or change how to 
effectively manage their classroom and student behavior. Teachers expressed that if they 
are supported by their administration and they have opportunities to collaborate as a 
team, reflection about their practices will take place so that they may plan instruction. 
Through collaboration with school administrators and colleagues, a culture of 
instructional change may occur. 
Sub-question three: To what extent does reflection transfer to positive self-
efficacy and effective instructional strategies? Results indicated common themes that 
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emerged from the interviews about how positive self-efficacy can transfer over to 
confidence in their instructional practices. 
Teachers want to experience their students’ academic success. They expressed a 
need to establish a respectful relationship with students to create a classroom 
environment for maximum learning. This fosters a learning environment where students 
can thrive. In so doing, they can motivate students to achieve. Teachers must have array 
of ideas in which to differentiate instruction based on student needs. Throughout the 
interviews, teachers shared that English Language Learners (32%) and special education 
student (25%) needs varied from their classmates; however, they must master grade-level 
curriculum for state level testing. This can be daunting for students, so teachers were 
cognizant to encourage students to continue through challenges. Teachers expressed a 
belief in students with a “you can do it!” attitude that brings about student self-
confidence. As teachers experienced students responding to instruction, they changed 
strategies to scaffold instruction. Teachers with a positive perception of their own 
efficacy knew and applied a variety of strategies to support their students. Collaboration 
time for teachers is important to ensure that the instructional strategies that are effective 
in supporting students are utilized across the teaching team. This created more effective 
strategies, developed new strategies, and enabled consistent supports for students on the 
team so that students could master the content. In essence, teachers’ perception of self-
efficacy was supported through collegial discussion that focused on data, the implications 
thereof, and strategic planning among the team to carry out differentiated instruction to 
support student learning. 
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Table 4.10 related thematic findings from the teacher and administrator 
interviews. Reflective data conversations between a principal/school administrator appear 
to promote a greater use and understanding of student data to address learning needs, but 
also initiates changes in how teachers engage their students and support instructional 
practices as a result of their collaboration.     
Results 
 This section of the chapter provides the specific results that address each research 
sub-question. Therefore a narrative presentation of the triangulated findings based on the 
thematic results from each data source is presented in this section of the chapter. 
Research Sub-Question One. The first research sub-question asked, “How does 
teacher efficacy change over time as a result of participating in reflective data 
conversations with the principal/school administrator?” The results of this study indicated 
that reflective conversations with the principal/school administrators are associated with 
changes in teacher efficacy. This is a result of the expectation that teachers are expected 
to review the student data and incorporate student data into their decision-making for 
instruction. Reflection enables them to understand the implications of the data and plan 
instructional strategies based upon students’ weaknesses or strengths. As a result, 
teachers can then reflect upon their practices, collaborate, develop effective instructional 
strategies collaboratively, and implement those strategies as a team. The teachers’ 
implementation of new and improved instructional strategies in turn affects student 
achievement, which ultimately results in changes in teacher self-efficacy. The results also 
indicate that because of reflective conversations, teachers have come to realize the 
positive impact that critical reflection has on their ability to teach. Teachers and 
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administrators expressed belief that reflection is necessary for quality teaching, and they 
believe that such reflection facilitates the professional development of the teacher, which 
in turn, facilitates the development of teacher efficacy. Teacher confidence in their own 
professional practices provides a desire to persevere to meet students’ challenging and 
diverse learning needs. The practice of reflective conversations with the principal/school 
administrator can bring about teachers’ critical reflection upon the data, reflection upon 
their practices, and cooperation with colleagues to develop differentiated strategies for 
targeting individual weaknesses, and collaboration to leverage teachers’ individual 
strengths for the implementation of the strategies. Once those strategies are implemented, 
teachers are able to objectively evaluate the impact of their hard work by continuously 
referring to and monitoring the student data. When student achievement increases (at the 
student level in particular), the teachers’ practices and efficacy are validated. Although a 
causal level has not yet been determined, an association or relationship between the two 
has been indicated in this study.   
Research Sub-Question Two. The second research sub-question asked, “In what 
ways do teachers perceive that leadership impacts their self-efficacy.” The results of this 
study indicated that teachers believe administrator leadership has a direct impact on their 
self-efficacy. The principal leader is responsible for establishing expectations for data 
reflection, making the teachers aware by examining the data, framing questions that 
examine trends or gaps, discussing the data with them, arranging time to collaborate with 
other teachers, encouraging them with emotional support, and providing them with 
instructional and classroom management guidance. If school administration leadership 
does not provide these qualities of support, then teachers will struggle and their 
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perceptions of self-efficacy will be low. This is especially true for teachers who work in 
schools with students who lack parent involvement and where students lack basic needs 
in the home. However, if teachers are provided with necessary qualities of support, then 
they will be able to critically reflect (individually and collaboratively). This can lead to 
improved instructional strategies which transfers to improved student achievement, and 
ultimately improve teacher efficacy. 
Research Sub-Question Three. The third research sub-question asked, “To what 
extent does reflection transfer to positive self-efficacy and effective instructional 
practices?” The results of this study indicated that reflective practice can promote 
teachers’ perceptions of positive self-efficacy. Teacher self-efficacy is a perception about 
one’s belief that they possess the capacity to perform a task well, and reflection is the 
catalyst for change. When teachers critically reflect upon their students’ achievements (or 
lack thereof) and on their practices, they are better equipped to know how to modify their 
instructional strategies so that they may be more effective. Classroom teachers factor into 
student motivation as they encourage students to engage in their own learning. Further, 
teachers can perceive that their decision-making about instruction, (differentiated 
instruction, instructional grouping, supplemental resources, and student interactions) 
leads to student gains in performance. This validates the efforts put forth by the teachers, 
which creates a sense of positive self-efficacy. Teacher efficacy can be indicated by the 
teacher’s belief that they can overcome challenges of teaching based upon their own 
capacity (Cagle, 2009).  
Bandura (1977) shared his social cognitive theory, which can be applied to 
describe how teachers influence each other’s practice: 1) mastery experiences of the 
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teacher, 2) vicarious experiences in which successful teachers serve as role models, 3) 
verbal persuasion with feedback, and 4) psychological or emotional arousal. When 
provided with the opportunity to reflect collaboratively, teachers can support each other 
and have a greater likelihood of success, which leads to positive efficacy. Efficacy 
enables teachers to internalize rules of acceptable behaviors through their 
accomplishments, experiences, social persuasions, and emotional gratifications (Bandura, 
1977). Efficacy can transfer from teacher to classroom interactions between the student 
and teacher and have an effect upon student achievement (Tschannen-Moran, 2001). 
When teachers are provided the opportunity to collaborate about student challenges, they 
can contribute by designing and implementing instruction that meet the needs of their 
students.  
Summary 
This chapter presented the quantitative data analysis findings from the Teacher 
Efficacy Perception Scale (TEPS) and qualitative themes that emerged from the reflective 
conversations, and teacher and administrator interviews. The results of this study 
indicated that reflective conversations with principals/school administrators are 
associated with changes in teacher efficacy. When teachers are able to review and delve 
into data, they are made aware of students’ needs and can tailor their instructional 
strategies to meet those needs. As a result, teachers can then reflect upon their practices, 
collaborate, develop effective instructional strategies, and implement those strategies as a 
team. The teachers’ implementation of new and improved instructional strategies in turn 
affects student achievement, which ultimately results in changes in teacher self-efficacy.  
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The results of this study also indicated that teachers understand that their 
leadership has a major impact on their self-efficacy. It is based on the extent to which 
their leadership takes the initiative to discuss the data with them and then give them the 
proper supports needed to make modifications for implementation of more effective 
strategies developed as a result of teacher reflection and collaboration. The 
implementation of those instructional changes will then lead to improved student 
achievement and consequentially, improved teacher efficacy.   
Lastly, the results of this study indicated that reflection transfers to positive self-
efficacy because teacher reflection becomes a catalyst for instructional change. When 
teachers critically reflect upon their students’ achievements (or lack thereof) and on their 
practices, they are more aware and become perceptive in modifying their instructional 
strategies for greater effect. The student gains in performance, which results from their 
instructional changes directly and objectively, validate the efforts put forth by the 
teachers, which creates a greater sense of positive self-efficacy. 
This chapter provided the data analysis findings and addressed the research sub-
questions associated with the study. Chapter 5 will provide a more in depth interpretation 
of the findings and a discussion of the practical implications of the study. Chapter 5 will 
conclude with a discussion of the study results and recommendations for future research.  
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Chapter 5: Study Overview, Interpretation,  
Conclusions, and Recommended Actionable Solution 
Study Overview 
The purpose of this study was to determine how leaders impact their teachers’ 
sense of self-efficacy as a result of conducting reflective conversations. Those meetings 
focused upon students’ benchmark achievement data. The research question that drove 
the study at the site was, “How do reflective conversations between a principal/school 
administrator and a teacher promote teachers perceptions of self-efficacy?” In this mixed 
method study, data was triangulated through: 1) quantitative participant demographics 
and two sample dependent t-test for comparing means that analyzed teacher perceptions 
of growth over time based on the twelve question survey of the TSOES (Tschannen-
Moran, 2001), 2) qualitative data that was collected through the school administrator and 
teacher participant reflective conversations, and 3) qualitative data through interviews 
with the same participants: seven teachers and two school administrators.  
The results of the study were of particular interest to the researcher to discover 
how reflective practice during “Compelling Conversations” foster teachers’ perceptions 
of self-efficacy over time. The practice had been utilized at the urban middle school since 
the previous school year, but no definitive research had been conducted to ascertain the 
effect of reflective conversations between school administrators and their teachers to 
understand the effects of the implementation. Furthermore, it was assumed that protocols 
for discussion about quarterly benchmark data would maintain fidelity as a result of 
extensive professional development for administrators.  
Researcher’s assumptions: While the researcher believed that reflective 
conversations between school administrators and teachers impacted the school culture in 
  148 
 
multiple ways, the research was designed to capture a glimpse of the underlying 
implications.  
To support school leaders and teachers in understanding how to address learning 
gaps, “Compelling Conversations” was incorporated at the site (Piercy, 2006). This 
initiative enabled school administrators to support teachers’ understanding of student 
data, and set instructional goals and chart student progress towards proficiency. It also 
facilitated administrator-to-teacher conversations about students learning needs. 
Reflective data conversations offered an opportunity for school leadership to build 
stability within teacher capacity at an ever-changing urban school environment as they 
discussed students’ needs and how to address them. 
As a result, the researcher wanted to understand how the act of reflection between 
school administrators and teachers upon students’ data would change the manner in 
which teachers provided instruction in a school environment where the student 
population is diverse and transient. As a result of conducting the research study, the 
researcher hoped to become aware of how thoughtful reflections about student data 
would generate change in teachers’ instructional practices, which, in turn, would have an 
effect on teacher efficacy. 
Problem statement: How do reflective conversations between a principal/school 
administrator and a teacher promote teacher efficacy? 
  Three sub-questions were utilized to collect qualitative data during interviews: 
1) How does teacher efficacy change over time as a result of participating in 
reflective  
practice during conversations?  
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2) In what ways do teachers perceive leadership impacts their self-efficacy?  
3) To what extent does reflection transfer to positive self-efficacy and effective 
 instructional practices?  
Research study design: A mixed method case study was designed to triangulate 
data, which could provide a broader approach to finding answers to the research question. 
The TSOES survey provided quantitative data responses for sub-question one. Twelve 
questions on the survey were statistically analyzed. Reflective conversations and 
interviews provided qualitative, descriptive data, in which participants’ responses were 
analyzed for themes that emerged. 
First, participants were invited to provide their data through an on-line survey, 
which collected demographics, and teachers indicated their perceptions of self-efficacy 
on the Teachers’ Sense of Efficacy Scale (TSOES) (Tschannen-Moran, 2001). The seven 
teacher participants took the TSOES twice (as a pre-and-post-test) to determine if there 
was growth in teacher efficacy over time as a result of the reflective practice. The TSOES 
consisted of 12 questions. Three themes existed within the survey to examine teacher 
efficacy: student engagement, instructional practices, and classroom management. This 
quantitative data was analyzed through a two-sample dependent t-test for comparing 
means utilizing the probability of significance at p < .05. Next, reflective practice through 
conversations was a second method to collect data to understand the topics of discussion 
that transpired between the school administrators and teachers as they met to review 
students’ benchmark data. From this data, consistent themes that emerged from the 
participants were coded. An individual interview was conducted with each teacher 
participant and two school administrators-participants to obtain their feedback on the 
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three research sub-questions. This data was also coded through themes and will comprise 
the data results that will be discussed in Chapter 5.    
The literature review investigated three themes, which supported the research 
study. The findings in this study will be reviewed through these themes of the conceptual 
framework:  instructional leadership, reflective practice, and teacher efficacy. Each theme 
in the conceptual framework could be compared to a strand that is woven into the fabric 
of the study creating a complex, multi-faceted tapestry that related depth to the 
understanding of the reflective data conversation. The overarching question and sub-
questions attempted to understand the underlying assumptions of teachers and 
administrators as a result of their participation in reflective practice. Such information 
could not be collected through a survey alone, but needed the descriptive details of 
interviews so that participants could help to weave their story and explain how the 
practice impacted their perception of efficacy. In so doing, participants could explain 
their viewpoints on the practice and personally relate their thoughts.  
Themes investigated during the literature review portion of the study were 
identified during the research study. The three themes were interdependent, nearly 
inseparable from the other themes. These three themes were interconnected: instructional 
leadership, reflective practice, and teacher-efficacy. The collection of data results from 
this study indicated that organizational bonds must be strong, yet flexible to create the 
necessary structures of support that provide the framework for teacher efficacy. As a 
result, teacher efficacy brings about professional practices through the ways that they 
relate to students, engage students, provide instruction to students, and manage their 
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classroom. Each theme is a thread in understanding the underlying structures in a 
framework that supports a teacher’s sense of self-efficacy.  
Interpretations of Findings and Results 
Demographic data results indicated that all participants involved in the TSOES 
survey possessed tenure as a teacher; many held multiple certifications that could be 
expected within a middle school environment that housed grades 5-8, a span from 
elementary to secondary content, special education, and English language learner 
certifications. Many of the participants worked within the district throughout their entire 
career. In the district, school administrators, both principal and assistant principals, were 
frequently transferred at the secondary level within the district, creating an obstacle for 
relationships to be established and for school culture to take hold.  
Those holding administrative positions at this school site had been in an 
administrative position fewer than five years. The administrative team was new to the 
building this year, and other administrative changes have occurred almost yearly due to 
district-related, central office decisions. Relationships are critical components of building 
cultural systems within a school; relationships are important as a change mechanism to 
create and sustain practices. Barnett and McCormick (2004) indicated that relationships 
established within the school culture created motivation and commitment to long-term 
actions of change. This relationship obstacle was experienced by all participants in their 
current assignment due to constant change that did not allow administrators to create a 
culture during their tenure as school leaders.  
Teacher-teams have often changed members based upon furloughs and teacher 
certification needs at each building within the district. To complicate matters, students at 
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this middle school are also highly transient, which may have contributed to their learning 
gaps. At this site, large populations of ELL (32%) and special education (25%) students 
required differentiated instruction to scaffold and support student needs through 
remediation. These factors may have contributed to reasons why the school was not 
making adequate yearly progress on statewide-standardized assessments. These factors 
also placed demands on teacher to possess a repertoire of differentiated instructional 
practices to meet the needs of students so that they would be successful. 
finding one: data provides understanding. Administrators and teachers indicated 
that data results were necessary to understand how to support students. Reflective 
practice enabled teachers to focus upon standards and instructional support with their 
school leader. Understanding data empowered teachers to target instructional skills and 
differentiate them for the needs of their students. Data analysis promoted teachers’ 
confidence in their data use. As a result of teachers understanding data and its 
implications, they shared the information with students, a trickle-down effect, which 
focused upon learning goals and enabled teachers to set targets for students to achieve. 
Data analysis was a powerful tool to identify student needs, which led to instructional 
change. Teachers replicated the reflective conversation with their students. This enabled 
teachers to enhance their relationship with students and hold themselves accountable for 
their own learning.  
 finding two: time is an investment. School leaders must establish time to meet 
with staff to understand how they can be supported as well as enable teachers to become 
teacher-leaders and further invest themselves as stakeholders. This creates a culture for 
learning expectations. Superficial relationships can lead to compliance in expectations, 
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but not necessarily stakeholder buy-in. Teachers with a broad array of instructional skills 
may be offering students good instruction; however, teachers with less expertise need the 
support for instruction and classroom management. Effective teachers engage their 
students and vary the forms of instruction, which reduces discipline issues with students. 
Teachers in this study had moderated to high perceptions of self-efficacy and handled 
disciplinary issues in their class or on their team.  
 finding three: teachers want instructional leadership. Teachers have 
expectations regarding what good administrative leaders must do to support them. 
Teachers want respectful interaction with their administrator, but do not expect their 
administrator to be their friend. Teachers want an instructional leader who knows how to 
support teachers in creating effective lessons and implantation of strategies. Teachers 
expressed a desire to have their leader be a master teacher who has had experience in the 
classroom and can actually instruct in the manner they want teachers to provide through 
modeling or coaching. Transformational leadership enables teacher involvement in the 
development of school culture. 
 finding four – reflection enables discovery. Data analysis did not provide the 
answers to questions, but instead, enabled reflection about the results. From this 
reflection, administrators and teachers must search into the data to determine what the 
data implies. This reflection has begun to change the manner in which teachers are 
instructing based on what data implies about learning needs. 
 finding five – learning is a social experience. Teachers desired to gain new skills 
through collegial interaction. Teachers overwhelmingly expressed a need for teacher 
collaboration to meet with colleagues so that their efforts could be magnified to support 
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individual student needs. This could occur through a consistent strategy implemented by 
all teachers with their students or a specific individual plan. Understanding the data 
enabled teachers to identify gaps in student learning, gaps in curriculum, and tested items 
that needed to be solidified with students. When teachers were able to communicate 
regularly to discuss student data and subsequently plan effective instructional practices, 
their efforts were collective and based upon student needs; they were presented in an 
organized fashion and relevant to students. Bandura’s social learning theory was 
applicable as expressed by teachers. With so many things outside of the realm of their 
control, teachers with moderate to high efficacy focused upon the things they could 
change in their classroom, such as the ways they engaged students, refining instruction 
for students to make it meaningful, and how they managed students. This inferred that 
teachers embraced the concept of locus of control. This was also evident in the 
quantitative TSOES survey results in growth over time. For example, teachers indicated 
significant growth regarding their belief in how they engaged students, but when asked 
about assisting parents, they shared contrasting results. 
 Regarding reflective practice with the principal/school administrator, data 
analysis was critical. Administrators shared how to examine the data and ask questions 
about the implications of the data. However, after teachers understood the data, they 
preferred collaborating with their secondary team members to ensure that they could 
immediately spring into action with strategies or instruction that was needed. This could 
be in part because teaching teams rely on each other to assist students. Teachers with high 
efficacy dealt with classroom management issues on a team as much as possible. In 
addition, since administrators frequently changed at the site, they focused their attention 
  155 
 
on immediate needs and were not as available to teaching staff other than through times 
of reflective conversations. Some teachers expressed concerns that they would be labeled 
a less effective teacher if their data did not show substantial student gains; however, with 
a high population of English Language Learners and special education students, learning 
gaps were greater and needed more time for teachers to address those needed skills. 
Instructional Leadership 
The first theme reviewed in the literature review was principal leadership. The 
essence of a building’s culture is impacted by a school administrator’s actions and 
interactions with their staff. Elements of instructional leadership and trust emerged in the 
findings of the study. Ross and Gray (2006) indicated that transformational leadership 
impacted relationships within a school to enable it to function more effectively, and to 
assist staff in accomplishing the goals they create. A principal who supports their teachers 
professionally can enhance the teachers’ sense of efficacy (Azodi, 2006; Barnett, et al., 
2004). The school administrator must exhibit leadership traits that help to support the 
culture of school achievement and create an atmosphere in which trust can prevail 
(Tschannen-Moran, 2004). School leaders must develop a focus through their vision that 
steers the actions of teaching professionals and helps the school community to interact 
collaboratively to impact student achievement.  
Effective school administrators must create teacher-stakeholder opportunities 
within their learning organization. Setting high expectations for learning, prioritizing 
student achievement, and planning actions that support student achievement must be 
shared as an expectation by the school administrator with their teachers. School leaders 
must support the teaching professional in order for these ideals to be attainable: The work 
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of student achievement must be performed by building the capacity of teachers and in 
essence, their perception of self-efficacy (Azodi, 2006).  
 Relational trust supports a moral imperative to take on the difficult work of school 
improvement (Byrk, A. & Schneider, 2003, p. 43). Relationships with school 
administrators must be built through clear communication and interactions (Azodi, 2006; 
Stronge, 2008). Teachers participating in the research study related that an instructional 
leader must be approachable and be able to establish trust through relationships. The 
absence of these attributes impacts teachers. 
Principals must first cultivate then sustain trusting relationships with their staff to 
promote professional growth (Tschannen-Moran, M. & Gareis, C., 2004). Without the 
exchange of ideas, the school administrator may not be aware of the strengths of staff 
members within their own building, who may support other teachers and build collective 
teacher efficacy. Collaboration requires a mutual dependence and agreement in decision-
making. At the school site, teachers have an opportunity to collectively make 
contributions and support the vision of the school and school leader. Teachers with a high 
sense of efficacy have an intrinsic motivation to contribute to the lives of students and 
provide them the skills they need to succeed. On the other hand, when teachers lack 
skills, the school administrator must recognize where the weaknesses exist and target 
support for those teachers to ensure that they can provide effective instruction for their 
students. This action impacts a teacher’s self- efficacy. 
Danielson related that not all teachers are equally adept in posing, analyzing and 
solving problems (2008, p 130). Professional relationships are a consequence of ongoing 
interaction through a focus on student needs.  The learning needs of students placed a 
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high demand for excellence upon teacher effectiveness and variety of instructional skills. 
While some teachers may choose to isolate themselves within their classroom at this site, 
more frequently they sought the support of other teachers in matters of curriculum or 
instruction.  
A notable finding in this study indicated that collegial interactions provided the 
teachers a means to a community of learners and reduced isolation. They embraced the 
ideas of their colleagues to support a unified means to address student-learning needs. 
This may indicate that when teachers feel isolated and do not receive support from school 
administrators or colleagues in the areas of instructional practices, student engagement or 
classroom management, students may bear the consequences of less confident teachers. 
Therefore, within the school environment, instructional leaders must put forth efforts for 
an on-going exchange of ideas to effectuate quality instruction (Piercy, 2006). Findings in 
this study indicated that teachers took notice when school leaders did not take the time to 
interact with them or provide specific feedback. The time for reflective practice became a 
teacher expectation for the administrator as it was a support mechanism built into the 
structure to interact and discuss their work with students. An interesting finding in this 
study revealed that if administrators did not set aside the time to meet with them about 
student needs, the teachers felt less supported.  
Teachers noted that a school leader must be a master teacher to have a strong 
influence and understanding of instructional practices utilized within their school. Cotton 
(2003) noted that principals support teachers’ self-efficacy through modeling, coaching, 
and reflecting upon student achievement. While teachers indicated that they did not need 
the school administrator to be “a friend,” they did desire unbiased feedback on their 
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personal success and plan areas for growth. The teachers in this study desired to be 
acknowledged for their professionalism, and be provided with the opportunity for 
autonomous decisions. Wahlstrom and Louis’s (2008) research indicated that 
administrator interaction plays a key role in teachers’ perceptions of trust, creating 
teacher efficacy and nurturing culture within the school. 
When teachers perceive that interactions will be punitive or negative, they seek 
support of peers around them, and they may believe that the interaction is more 
evaluative of their capacity. Others insulate themselves. Teachers who participated in this 
study could easily recall character traits of good leadership they had experienced, as all 
were tenured teachers and had experienced different leadership in other years. While a 
negative leader causes fear and desired insulation within the staff, a positive, focused 
leader opened up opportunities for staff to become problem solvers by building capacity 
and teacher leadership skills. 
Data-Driven Instruction 
School leaders must be perceived as instructional leaders and also create a data-
driven culture within their school data. Marks and Printy (2003) indicated that principals 
must lead teachers to transform their practices through shared leadership so that teachers 
can create efforts in student learning. Possessing this expertise, principals/school 
administrators can assist teachers in their interpretation of data and impact student 
learning. It should be stated that school administrators must also be familiar with the data 
management system to effectively infuse the data culture with their teachers. In this 
research study, teachers expressed a desire to meet with their school leader about their 
own students’ data, which indicated that teachers are using the data to interpret student 
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growth. Reflection upon the interpretation enables the school administrator to create 
goals for student learning through instruction. If the administrator would not be able to 
discuss and analyze the data with their teachers, staff could challenge the merit of using 
data. School administrators must possess help to interpret the data with staff to reach 
students’ learning needs. The expectations for students must be collaboratively discussed 
by the school administrator and the teacher, which enhances accountability to each other 
and their students. Teachers in this study consistently indicated that being aware of 
student data impacted the manner in which they engaged students and offered instruction. 
Reflective Practice 
Reflective practice with principal/school leaders must be prioritized within the 
school to promote thinking about how education addresses students’ needs. Without the 
time set aside, it may not occur within the busy school day. The structured approach at 
this site utilizes 20-30 minutes with teachers to reflect after each benchmark assessment 
to review the data to discuss trends within the data. This leads to greater accountability 
for school administrators and teachers because they must interpret the data and together 
find solutions to obstacles found that deter student learning. Findings in this research 
study indicated that teachers positively anticipated the reflective conversations as it 
allowed them an opportunity to discuss their students’ data, built their confidence in 
interpreting data, discuss standards within the testing items that precedes statewide 
assessment, and discuss new ideas as ways to support student learning. While the focus 
was upon student data, administrators also broached the subject of targeted instructional 
practices for students.  
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The researcher observation of the school administrator-to-teacher interviewed 
revealed a few findings regarding the depth of the reflective practice. At the school site, 
logistics of schedules have to be considered. Administrators must schedule substitute 
coverage for teachers to have the release time for about 20 minutes to hold the reflective 
conversations. In addition, reflective practice implemented at the site included templates 
to record specific students and action-oriented goals after each benchmark assessment to 
ensure a trajectory of academic growth. However, when the research study was 
conducted, reflective conversations with school administrators did not utilize the 
documentation as a means to track students’ academic progress. This was an assumption 
for reflective data conversations that was not written into the method portion, but was a 
critical component of what should have been in place for discussion during the review of 
the student data and recorded by administrators. Monitoring student growth will become 
an increasingly significant component of the Common Core State Standards and teacher 
evaluation systems, where documentation to track student progress is a vital element.    
Another finding for the researcher was that some teachers admitted that reflective 
practice through “Compelling Conversations” had not occurred with them during the 
school year. This could have been in part due to the new leadership of the building, as an 
entirely new administrative team joined the school during the current year. The two 
school administrators who participated in the research study were provided with days of 
professional development on the components. They did, however, utilize discussion 
questions provided and probed teachers about their practices and student needs. They also 
encouraged teachers. During the interview, a teacher indicated that the focus was on 
reading and math teachers at the school, but she did not fit into that realm and was not 
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afforded the opportunity to regularly discuss her students’ progress with the school leader 
after each benchmark assessment. The time of reflection with their school administrator 
enabled teachers to have confidence in data interpretation, and prepared them to discuss 
the data with colleagues who instructed the same group of students for collective efforts 
and consistent strategies. From this reflection, new ideas were spawned through student 
groupings or strategies that enabled engagement to meet the needs of individual learners 
through collaborative planning. Reflection is visualized as a continuous interaction 
between action and knowledge through 1) knowledge of the subject area, 2) planning 
actions, 3) monitoring, 4) feedback of mastery, and 5) decision making (McAlpine, et. al., 
1999).  
School administrators must be resourceful. If a teacher needs support in working 
instructionally with students, the school administrator must be creative in offering 
professional development that can tailor to their needs and therefore, remove possible 
barriers that can inhibit their success with students. Teachers indicated that they desired 
constructive feedback on their instruction, but suggested that it should be positively 
stated, not presented as an attack on their instructional capability or professional capacity. 
Clearly, the implementation of practices first put into place for reflective conversations 
had altered in format from the previous school year.  
The urgency to improve students’ academic progress was pivotal during the 
review of student data; however, the original mechanism for tracking progress was not in 
place. Without the templates to track student progress during reflection, the researcher 
wondered how much the administrator or teacher could remember after the conversation 
and returned to ask specifics about the individual student’s progress later. The researcher 
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wondered if school administrators should tailor the questions to match the teachers’ 
students’ needs or content level to have maximized the discussion and recorded the 
information. Even so, the conversation helped teachers to focus on student data and may 
have been beneficial to the teachers as they spoke first-hand about their practices with the 
administrator. Teachers expressed a desire for time to meet collaboratively. The 
researcher surmised that many other initiatives taking place at the school may have 
limited school administrators’ time to interact with teachers or the priority of regularly-
held reflective conversations practice that may have been overshadowed by other 
initiatives. 
As noted earlier in the results, teachers mentioned that when reflective 
conversations were not held regularly, they felt as though the school administrator did not 
prioritize the practice or that there were other initiatives that were given precedence over 
times for reflective data conversations. Perhaps, administrators may be conducting them 
in an effort to comply with a central administration directive. Teachers, however, were 
taking their understanding to the next level by discussing their student data with their 
colleagues, and focused upon the learning needs of their students. This was an important 
contribution to the use of reflective practice, but it did not replace the impact that 
reflective data conversation with the principal/school administrator has on student 
efficacy. 
One teacher noted that colleagues who have lower-performing students should not 
be targeted as a non-performing teacher or professionally attacked. Instead, 
administrators should extend reflective questions and instructional assistance to the 
teacher and team to assist in removing student learning barriers. 
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Teacher Efficacy 
 Leadership impacts teachers’ sense of self-efficacy by the interactions they have 
with teachers. If teachers feel supported, they feel as though they can function within 
their class, overcome obstacles to learning, and offer a variety of different learning 
strategies to their students. Teachers have a sense of pride in their work to support 
students’ academically.  
Results of the TSOES yielded interesting data results. All participants indicated 
moderate to high perceptions of self-efficacy. The researcher utilized a two sample 
dependent t-test to determine growth and significance as alpha (p < .05) to analyze 
individual questions and themes in the TSOES: student engagement, instructional 
practices, and classroom management. 
Regarding results in the first theme, student engagement, significance was 
indicated in teachers’ growth over time in questions related to motivating students to 
show interest in their school work (p = .031), helping students to value learning (p = 
.021), getting students to believe that they can do well in school (p = .023), and teachers 
assisting families in helping their students do well in school (p = .178). In three of the 
four questions, teachers did show significant growth in engaging their students in their 
learning through motivation and encouragement. This clearly indicated three areas in 
which teachers could make decisions that would have influence. In addition, teachers 
indicated in their reflective conversations and interviews that the use of data was shared 
with students and used in a manner to inform students of their strengths and weaknesses. 
This provided students with a means to become accountable for their own learning. The 
fourth question in this theme, helping families assist students their children favored the 
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alternative hypothesis. It is notable to relate that although parents are invited to a host of 
school related activities through parent organizations and the Parent-Teacher Association 
(PTA), meetings are poorly attended. School administrators encourage teachers to have 
regular contact with parents. While teachers indicated that they make the effort to make 
positive phone calls home, the data result in these questions of the TSOES indicated that 
the teachers perceived that this is an area that may be out of their realm of control. 
Parents are an independent factor outside of the school.   
Regarding results in the second theme in the TSOES, promote instructional 
strategies, significance was indicated for two questions: crafting good questions for 
students (p = .013) and implementing alternative strategies in their classroom (p = .031). 
On the other hand, the alternative hypothesis was indicated regarding the use of a variety 
of question (p = .409) and provided an alternative explanation to students when they are 
confused (p = .368). This would seem to indicate that teachers have confidence in 
adapting lessons to ensure instruction. In areas not significant, school administrators 
should consider providing professional development on questioning techniques to ensure 
teachers will be confident in varying the variety of questions to ensure that student 
understanding can be maximized. This may also be interpreted that school administrators 
are not sharing such strategies and that teachers already feel confident in those skills. 
Regarding results in the third TSOES theme, classroom management strategies, 
significance was indicated for two questions: controlling disruptive behavior (p = .005) 
and calming disruptive students (p = .004). On the other hand, two questions were 
insignificant: getting students to follow classroom rules (p = .140) and establishing a 
classroom management system (p = .100). As noted in the mean and standard deviation 
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results, teachers in the survey scored themselves as moderate to high in perceptions of 
self-efficacy in the TSOES. In the reflective conversations and interviews, teachers 
repeatedly noted multiple ways of engaging students in their instruction and devising 
differentiated instruction for students, which may have impacted the classroom 
environment. In addition, teachers remarked that they exhausted every measure prior to 
sending students to the office. Six of the seven teachers interviewed indicated that they 
resolve most behavior problems internally in their class and contact parents without 
hesitation. This would indicate that they utilized school administrators minimally 
regarding classroom management. They perceived that they were already effective in 
handling student behavioral issues themselves and only in extreme measures would have 
utilized an administrator to address behavioral needs. Thus, during the reflective 
conversations, classroom management was only mentioned in one reflective 
conversation. This was a matter in which the teacher felt that they had empowerment as a 
consequence of their own skills in this area.   
An interesting finding from the quantitative demographic data was that although 
most teachers in this research study were content-level certified, they were all tenured, 
and had years to refine their classroom management skills. The researcher interpreted that 
teachers established classroom routines and expectations for students in their class, which 
included their respectful interaction with other students. The researcher perceived that 
teachers were generating new means to engage students as a result of interview data, so 
they were becoming aware that they were devising new ways to calm students through 
differentiated grouping and collaboration, which helped students refocus on learning. 
Throughout the reflective conversations and the interviews, teachers related a wide 
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spectrum of skills in the manner they engaged students in their learning and instructional 
strategies. Therefore, school administrators, too, must be familiar with specific 
instructional strategies and a broad range of practical applications, such as differentiated 
instruction for varied learning groups, student motivation, and targeting specific skills 
needed by individual learners. In order to provide teachers with specific feedback that can 
improve instruction, school leaders must have a strong understanding of initiatives and 
programs in place within their school. School leaders must also be aware of teachers in 
their building who can support other teachers by modeling engaging strategies or 
providing professional resources that can build teaching capacity.      
Collective Efficacy. Social cognitive theory could easily be inferred through the 
collective efficacy expressed by teachers. Teachers expressed a desire to interact with 
each other, which could lead to: 1) mastery experiences of the teachers, 2) teachers 
servicing as role models to support their colleagues, 3) providing feedback through verbal 
persuasion, and 4) emotional or psychological call to action (Bandura, 1977).  
This research indicated that teachers naturally socialize and gravitate toward each 
other for instructional support within the school team, which enhances opportunities to 
build collective efficacy. Collective efficacy through collaboration was a request of 
teachers during data conversations to ensure that they could discuss and analyze the data 
among themselves to support student needs. Teachers noted that the time of discussion 
was an individual opportunity to build relationships with each other and motivate them to 
try new strategies or continue in ones they were utilizing. Teachers indicated that most 
students work with them to reach the goals they set, monitor their own progress, celebrate 
success, and together establish new learning goals based on the data. This leads to greater 
  167 
 
perceptions of efficacy on behalf of the student because they can realize their success is 
based upon their effort related to standards for success.  
Observant school leaders must offer the support for their teachers, who may 
realize they are not successful, but do not understand where they might need instructional 
support. For example, teachers can shadow colleagues with strong classroom 
instructional skills or varied means of student grouping or engagement. As a leader, they 
can offer materials or other resources that support teachers. Without thinking about ways 
to change practices within the organization, there is little chance this will occur 
(Danielson, 2008). Danielson (2008) indicated that there are several ways to approach 
reflection: 1) through technical articulation, 2) situational experiences, 3) deliberate 
analysis of a skill or situation, and 4) dialectic, transformational forms of thinking. In 
some instances, while programs are in place, teachers need support to effectively 
implement the nuances of the program. 
    Teachers who participated in the reflective practice of “Compelling 
Conversations” with their school administrator represented a spectrum of instructional 
content areas: language arts, math, science, social studies, special education, and English 
language learning. In addition, all teachers instructed students in grade 7 or 8. 
Administrators who participated in the research study through reflective practice and 
interviews supported students and teachers represented in grade 7 or 8 with student 
discipline and instruction.  
Many teachers indicated that they instructed reading or implemented reading 
strategies as a component of their daily instruction, despite instructing math, science, or 
social studies. In addition, all teachers at this site utilize a reading program in which all 
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teachers, regardless of their certification area, teach reading for one hour daily. This 
intervention program focused upon reciprocal teaching and cooperative learning in the 
components of the instructional program. Another facet to the program was that student 
groupings were configured homogeneously based on their instructional reading level. 
Regarding classroom management, school leaders must be knowledgeable about 
how to support teachers’ efforts in matters of student discipline. In this study, most 
teachers indicated that they had moderate to high perceptions of self-efficacy and felt 
confident in dealing with students’ behavioral issues within their classroom. Most 
teachers indicated that sending a student out for school discipline to the school 
administrator was a last resort after many other attempts had occurred to diffuse the 
problem within the classroom or on-team. They also expected that when the school 
administrator needed to discipline the student, there was an understanding that they had 
exhausted every measure prior to requesting school discipline. Teachers validated that 
they offered many options to students to get them on-task and engage them in their 
learning. Teachers indicated that when school administrators are constantly focusing on 
student discipline within the confines of their office, they are not able to be as visible 
within the building or be the instructional leader needed by both teachers and students.  
 Research in this study indicated that teachers worked collectively to generate 
motivating forms of celebration with students. They also purposely planned 
heterogeneous or homogeneous groupings of students in various configurations, strong 
student, average student, learning support, and English language learner to create an 
inclusive learning environment. They also planned configurations for learning such as 
Jigsaw, the use of reciprocal teaching, multiple means to provide the concept, and 
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interdisciplinary instruction. When the special education teacher pulled students for 
specific instruction, she included regular education students based on the team’s decision 
and observation of needed skills. Teachers benefited from the collaboration to address the 
needs of all learners.  
 In the review of literature, Rotter’s locus of control theory was related regarding 
whether people believed that they could influence an outcome. With a desire to succeed, 
internal locus of control enables efficacious teachers to impact the outcome of their 
instruction to result in student learning through their decisions to support student 
engagement, instructional strategies within the repertoire of skills or classroom 
management. Indeed, efficacious teachers transcend external locus of control in that they 
acknowledge factors outside of their control, such as their home life, socio-economic 
condition or lack of skills by scaffolding supports for the student to have success. When a 
team of teachers surround their students with supports throughout the day, students they 
aspire to reach by creating a more favorable learning environment are filled with 
opportunities to encounter success. 
Teachers noted that students need their encouragement in order to create a 
positive learning environment at school, and to help them overcome obstacles 
encountered through home life situations out of their control. Looking for opportunities 
to make learning fun or celebrating even small successes, teachers perceived their roll 
went beyond instruction, but extended to relationships that cultivated a sense of 
belonging in school. One teacher added, “It is important to help students believe in 
themselves, that “they can do it!” Overall, reflective practice yielded conversation that 
lent itself to teacher accountability and follow-through on actions planned for students. 
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Schon’s (1983) reflection-for-action, reflection-in-action, and reflection-on-action 
emerged to support instruction through adaptability in the following manner: 1) After 
data was reviewed, reflection-for-action enabled school administrators and teachers 
discussed students’ needs based on standards as a whole group or individual student. A 
course of action needed to be planned to target students’ needs. 2) Reflection-in-action 
enabled teachers to place students in appropriate groups or differentiate instruction based 
on student needs. 3) Reflection-on-action resulted as teachers interviewed shared that 
they are purposefully thinking about their lesson to understand what worked to support 
students instructionally and what they needed to change during the next lesson.  
Three themes related in the literature review were discussed in this Chapter as 
they pertained to the central research question, “How do reflective data conversations 
with the principal/school administrator promote teachers’ perceptions of self-efficacy.” 
Quantitative data was related through the TSOES pre-and-post-test analysis provided 
insight into the results of the seven teacher participants. Qualitative data yielded themes, 
which were coded for consistency.  
Conclusion 
The research desired to answer these sub-questions through reflective 
conversations and interviews: 
Question one - How does teacher efficacy change over time as a result of 
participating in reflective data conversations with the principal/school administrator? One 
way in which teachers can be more confident and have greater efficacy is by 
understanding their students’ data. School administrators who have a mastery of 
interpreting the data and its implications can support teachers understanding of students’ 
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needs. By doing this, teachers can focus on particular skills that support individual skills 
or standards that can support student success. In interpreting student data, administrators 
can support a necessary skill needed by teachers to ensure that they can analyze the data 
successfully and collaborate with colleagues about how to help their students. When 
meeting for “Compelling conversations” or reflective practice, teachers expected their 
school administrators to be prepared and knowledgeable of their students’ data to create 
an open dialogue. They do, however, expect that school administrators also access data 
and take the initiative to review it prior to meeting with their teachers. Without 
examining the data with teachers, school administrators cannot be familiar with standards 
students need for instructional support. Reflective practice makes teachers aware that 
they can have an impact on the success of students through the instructional practices, 
variety of forms of students engagement, and classroom management they endorse and 
implement with their students. For the school administrator, taking the time to meet with 
the teacher individually is an investment in establishing a relationship with teachers to 
discuss student needs. 
Question two - In what ways do teachers perceive that leadership impacts their 
self-efficacy? Administrator leadership must take an active role to lead teachers through 
the processes they would like to implement regarding data analysis and its interpretation 
regarding students’ success. In fact, teachers formed opinions of the administrators’ 
commitment to them and their students by whether they took the time to discuss student 
data with them and to craft ideas about how to reach students in their class.  
School leaders must mentor, model, and exemplify the practices they want to see 
in place in the school. Teachers want an instructional leader and role model in their 
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administrator. They want administrators to hold information confidential and not 
necessarily be their best friend, but be an inspiration to them. Teacher efficacy can be 
supported by a positive leader or damaged by a leader who is abrasive or controlling. The 
challenge for school leaders is that they must focus on building stakeholders through 
transformation, so that effective practices can be put into place for continuity, not short-
term fixes.  
Question three - To what extent does reflection transfer to positive self-efficacy 
and effective instructional practices? Of the three research sub-questions, this provided 
the most insight as to what occurs as a result of reflection between the school 
administrator and teachers. It also indicated that the reflection led to action by a teacher 
as a result of examining student data and transfers to changes instructional practices. In 
response to this question, six of the seven teacher participants responded that reflective 
practice had enhanced the quality of their instruction. Participating teachers declared that 
this compelled them to stop and think about what they were doing to support student 
instruction and how they could address the unique needs of students since such diverse 
population exists in the school. As a result of thinking about instructional practices, they 
were seeking feedback from other teachers more frequently and planning collaboratively 
to support student instruction. They were abandoning generic forms of lessons so that 
they could form targeted groups and incorporate reading skills across the curriculum. 
Teams of teachers met formally and informally to design lessons based on students’ 
needs. This was a cultural change. Teachers felt as though they could more easily access 
their colleagues for support. Overall, such reflection upon students’ learning needs has 
broadened individual skills and made teachers more open to attempting new ways of 
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teaching if their colleague recommended it. This exchange of ideas may not only boost a 
teacher’s sense of self-efficacy, but improve the quality of instruction for students 
because it is becoming multi-faceted in its approach.  
Recommendations  
Recommendation one: Use data to focus discussion. Ensure all teachers 
understand how to access and interpret their students’ data. Schedule time to ensure that 
school administrators and teachers can meet regularly to discuss student progress. 
Teachers were disappointed when they were not afforded time to meet with their school 
administrator about the use of data. If reflective practice is put into place, it is for the 
purpose of supporting teachers and students. It is an investment of time to collaboratively 
meet and discuss data implications. Use data for its value for student learning in order to 
change student engagement or instructional strategies to meet student needs. Refrain from 
utilizing student data for the purpose of determining proficiency alone! Seek trends and 
patterns to improve the quality of curriculum. This time must be considered as an 
investment in the teaching staff!  
Recommendation two: Be an instructional leader. New and seasoned 
administrators must create opportunities to be perceived as an instructional leader. They 
cannot change the culture in their program by implementing new practices that they do 
not have clear expectations. Central administration and building level administration 
must carefully select only a few initiatives and support staff to ensure that the practices 
extend to all participants. Administrator relationships with teachers take time to establish 
to build culture. Superficial relationships can lead to compliance in expectations, but not 
necessarily stakeholder buy-in.  
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Recommendation three: Reflection generates ideas. Continue to urge teachers to 
be reflective as a result of data analysis. Administrators must model the use questioning 
to understand and to challenge current data. One teacher related that as a result of 
reflective data conversations, she changed the manner in which she provided instruction 
for her students, as opposed to simply teaching. This reflection has begun to change the 
manner in which teachers are instructing.     
Recommendation four: Create opportunities for collaboration. Professional 
learning opportunities do not need to be costly: They enhance collegial interaction and 
ultimately impact student learning. New ideas can enable teachers to better support each 
other collectively as they address student or curricular needs. Utilize a framework for 
thinking so that discussions can be captured and revisited.  
Limitations. In truth, the inexperience of the researcher lent to a broad qualitative 
study, but one of which was of particular interest at this site. What was planned as a 
means to compare teachers from low and high efficacy was modified because only 
teachers with moderate to high efficacy on the TSOES participated in the on-line 
quantitative survey to indicate growth over time. Qualitative reflective practice and 
interview data was analyzed for themes. If the researcher conducted a similar study, more 
inquiry would have related to how school leadership fosters teachers’ efficacy through 
reflective practice, and how school leadership influences teachers’ instructional practices. 
In earnest, it would be recommended to obtain a larger sample during the study 
for the quantitative TSOES survey so that perhaps teachers at the lower end of the 
spectrum of efficacy have an opportunity to participate. Instead, the subjects who elected 
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to participate in the study indicated moderate to high self-efficacy and changed the focus 
of the original study.  
In addition, the three research sub-questions may have been too broad for this 
research study as it yielded a great deal of qualitative data. The researcher sought to find 
specific means through which reflective practice transferred to increase self-efficacy. 
Some of the research sub-questions have been answered in part, but efficacy has proven 
to be “an elusive construct,” as Tschannen-Moran indicated (2006). Teacher efficacy is 
generated through an intrinsic motivation that translates to an implied responsibility to be 
a change factor that will enhance learning by eliminating barriers.  
This study did, however, provide valuable insight regarding how reflective 
practice changes teacher actions and increases teacher accountability for student learning. 
School administrators and teachers indicated that data was becoming the culture within 
the school, and as a result of this, set aside time to meet and collaboration. In addition, 
the time with administrators provided teachers’ time to pause and reflect to enhance 
introspection into what students needed to succeed academically. This prompts teachers 
to examine their practices, instructional methods, and engagement. Teachers with a high 
sense of efficacy believe that they have a high degree of influence over classroom 
management that reduces student misbehavior. Utilizing strong instructional practices 
and proactively grouping students to engage in their own learning can reduce behavior 
problems because of the relationships with student. Student discipline is reduced because 
teachers take the time to know each student, build relationships and share learning goals. 
This researcher has perceived that influences outside the realm of school often 
impact the activities that occur within the school, such as state mandates, the district level 
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initiatives requirements that are required, but not embraced through transformation. 
Teachers who work within the urban environment may often have students who 
experience learning gaps. Data is a place to begin, but relationships may overshadow the 
data. In the interpretation of the data, this is why reflective practice through “Compelling 
Conversations” is so intriguing and impacting to a teachers’ sense of efficacy.  
An organization, such as the school entity, must create a culture to support school 
leaders, who in turn can support teachers. Through teachers who are efficacious, students 
have a greater opportunity to succeed because their teachers will continue to make efforts 
to create optimal learning opportunities. If reflective practice can occur in a school where 
the school environment is challenging and support teachers in devising creative ways to 
teach, how much more can this practice flourish in an environment that does not face 
eternal challenge? 
  Future studies. This study could be expanded by investigating the following: 1) 
Consider targeting teachers at the lower-end of the efficacy spectrum to be participants in 
the study. 2)  Consider obtaining a broader testing sample with participants at the high 
and low end of the efficacy spectrum. 3) Consider conducting this study at a school 
where administrators have been established and can implement reflective practice to 
examine students’ needs. 4) Consider a study in which central administration utilizes 
reflective practice with building principals to meet principal efficacy. If the results of this 
study have indicated that high teacher efficacy impacts teacher collaboration and changes 
in teachers’ instructional practices, this concept could easily transfer and be explored in 
future research. This study could focus upon central administration meeting regularly 
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with school administrators in a mentoring fashion for reflective practice to enhance the 
efficacy of school leaders.  
Summary 
This research study took place at a small urban middle school that houses students 
in Grades 5-8. Teachers and administrators responded to an on-line survey that included 
demographic information and twelve questions in the TSOES that provided perceptions 
of their efficacy that focused on classroom management, student engagement, and 
instructional practices. Results from the fifteen candidates indicated high to moderate 
perceptions of self-efficacy on the rating scale. Tests of significance were conducted on 
each of the seven teacher participants interviewed to examine twelve TSOES questions in 
the survey through the themes with quantitative t-tests for probability of significance, 
which were revealed in Table 8. Then, reflective practice, through data conversations 
between a school administrator and an individual teacher, yielded qualitative data through 
themes that emerged during the discussion. Lastly, the final form of qualitative data was 
that of individual interview data based on three sub-questions. Qualitative data sources 
have provided perceptions, the basis of the sub-questions in the research study.  
The act of reflection is necessary in order to improve the quality of a teacher’s 
professional craft. When student data is reviewed for instructional needs, it determines 
the premise for action plans and enables teachers to focus upon student learning needs. 
Both school administrators and teachers indicated that without pausing for such 
reflection, the most effective instructional strategies or student grouping for interventions 
could not occur. School administrators, teachers, and students must understand the 
student’s data to create more effective practices. Without this reflection, less effective 
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instruction may continue that may inhibit students’ learning and lend to frustration on 
behalf of both students and teachers. Therefore, it is critical that administrators take the 
time to meet with their teachers and hallow this time considering the importance to 
establish a trusting relationship with those whom will deliver the most effective 
instruction to students.  
Qualitative data themes that emerged from the reflective data conversations 
indicated a concentrated focus on understanding students’ data benchmark data based on 
student proficiency on a benchmark assessment (see Table 9). Teachers benefited from 
reflection with school administrators because it provided them a means to be proactive 
with instruction through the data. When the implementation of this practice began, school 
administrators worked collaboratively with their teacher to create action plans for 
students that could support their academic growth. This discussion broadened to share 
that teachers were working collaboratively to support integrated instructional practices 
through reading and interventions through a variety of student groupings based on needs.  
Themes that emerged from individual interviews that focused on the three sub-
questions indicated that teachers’ efficacy was impacted by the actions of their school 
leader. Teachers indicated that they desired instructional leader who was a master teacher 
that would be supportive of teachers’ needs, would provide guidance and suggestions, 
would encourage staff, and interact with them in a professional manner. Also, teachers 
desired constructive feedback encouragement from their school administrator, which 
recognized their effort and professional practices utilized with students. 
As a result of this study, this researcher has ascertained that school administrators 
must rise to the level of instructional leaders to support teachers with knowledge and 
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imparting instructional practices that permeate throughout the learning organization. 
While this research was based on an understanding of how “Compelling Conversations” 
or reflective practice between a teacher and principal/administrator impacted teachers' 
efficacy, the impact transcends to change the culture within a school, its instructional 
practices, and ultimately student achievement. Reflective practice has merit to create an 
environment whereby support for the teacher and the student benefit from this action. 
Through school administrators’ instructional leadership, teachers can thrive through 
encouragement and become confident in generating ideas that keeps instruction relevant 
for students. In turn, such action can impact students as school leaders create a school 
culture where efficacious teachers seek to eliminate students’ learning barriers, interact 
with their students to build relationships, and modify their instructional practices to meet 
the needs of learners. In so doing, the administrator can enable teachers to focus upon 
possibilities that overcome outside distractions, such as language barriers or poverty or 
district level initiatives to help teachers focus on what matters most: student learning!  
Reflective practice is powerful because it enables teachers to think about their 
own actions. In this study, six out of seven teacher participants interviewed collaborated 
with their colleagues about the types of interventions they felt were needed to improve 
the quality of instruction or interventions as support for students. They worked 
collectively to create an environment more conducive to individual students or groups of 
students’ learning needs despite poverty, transience, and high levels of differentiated 
needs. Teachers generated their own ways to create change to promote student learning 
and, in essence, changed their outlook in belief that they can improve the quality of a 
student’s life through the choices they consciously make as an educator. This finding 
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could indicate that teachers’ sense of efficacy may improve based on their application of 
adaptable skills in order to support students’ needs to intervene as necessary. Teaching is 
a social interaction that requires personal investment in the lives of other people, school 
leaders, fellow teachers, and students. Only through communication can we understand 
the needs of others and generate ways to capacitate necessary change. 
The transformation of an organizational must be nurtured through relationships 
between school leaders and teaching professionals. It cannot be forced upon parties, but 
instead through building relationships among the constituents. By utilizing reflective 
practice, school administrators have an opportunity to become an instructional leader and 
build teacher stakeholders within their school culture. A teachers’ sense of efficacy can 
be promoted by their school leader and bring about a vitalized culture of learning, which 
supports teacher efficacy. This brings about a willingness in teachers to implement new 
strategies to optimize learning.  
The case study provided a glimpse into an urban middle school where reflective 
practice was in place. It was the desire of the researcher to understand and accurately 
relate the findings of the ways in which reflective practice between a school administrator 
and a teacher promote a teachers’ sense of efficacy. In the United States, we expect all 
students, even urban youth in a third-class city, to have access to the same opportunities 
for education of other citizens. Education leads to personal empowerment, but who will 
advocate for them so they have the opportunities to reach their potential?  
This study was conducted in a complex, unstable environment affected by high 
student- teacher and administrator transience, teacher furloughs, high numbers of socio-
economically disadvantaged students, ever increasing English Language Learners 
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population, and a disproportionate numbers of special education students. The researcher 
felt compelled to understand whether the implementation of reflective conversations 
could actually contribute to cultural change at the site to enable urban students to have 
the opportunity to reach their potential.  
In this researcher’s interpretation of the data through a survey and interviews, 
reflective practice offers hope to promote teacher efficacy. Teacher efficacy is a belief 
that the critical factor to reach students through perceived skills and personal 
perseverance. Reflecting upon student data enabled a shift in instructional practices. By 
interacting with school leaders to reflect upon students, teachers have the opportunity to 
become stakeholders in instructional transformation. Teachers can share student data with 
their students so that they are aware of what they must do to reach their potential. 
Because they take the time to know their students, teachers build relationships that 
encourage students to flourish.  
Three strands, principal leadership, reflective practice and teacher efficacy, are 
woven into the fabric of the study. The study became a vibrant tapestry revealing how 
reflective practice between a principal/school administrator and a teacher promote a 
teacher’s perception of self-efficacy. The TSOES indicated perceptions of self-efficacy 
through a quantitative pre-and-post- test survey. In addition, teachers added qualitative 
data through interview data of how leadership supports teacher efficacy to bring about a 
culture that brings about student success. Through reflective practice, school 
administrators can enable teachers to have the knowledge of student data to understand 
gaps in learning and provide teachers time to collaborate to scaffold student learning for 
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success. When teachers’ professional needs are met, they are more able to meet students’ 
diverse academic learning needs. 
In the midst of tumult around them, efficacious teachers in this study focused on 
the goal of enabling success in students because they believed that they possessed the 
skills to support students’ learning needs. Participants in this research validated that 
reflective practice provided an avenue for collegial supports and relationships that refined 
instructional practices for student engagement. Leadership and reflective practice extend 
the means to promote teacher efficacy, an intangible but necessary element for teachers 
everywhere. 
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Appendix A 
 
Methods for the Research Study  
 
 
Research Methods  
 
Participant 
 
Outcome 
 
Instrument 
 
    
Teacher Sense of 
Efficacy Scale 
 
This survey was 
administered as a pre-
and-post test 
Middle School Teachers  Quantitative Data  
 
Perceptions of 
Teacher’s Self-
Efficacy  
Demographic data and the  
Teachers Sense of  Efficacy 
Scale (TSOES) were utilized 
in the study; pre-and post-test 
results were analyzed for 
significance 
 
Researcher’s 
Observation Checklist  
Researcher, School 
Administrator and 
Teachers 
Quantitative Data 
 
Themes of 
Discussion 
A checklist noting themes and 
frequency was used to collect 
data 
(See Appendix) 
 
Reflective 
Conversation were 
recorded 
Researcher, School 
Administrator and 
Teachers 
Qualitative Data 
 
Themes of 
Discussion 
Conversations were recorded, 
analyzed and coded for themes 
that emerged from the data  
Teacher Interview 
were recorded  
 
 
Teachers 
 
Seven teachers who 
indicated high self-
efficacy on the Teacher 
Efficacy Survey 
Qualitative Data  
 
Teacher 
Perceptions via 
Interview 
Research sub-questions were 
used to interview both teachers 
and administrators  for their 
reflections on this study  
School Administrator 
Interview were 
recorded 
 
 
School Administrators 
 
Principal and Assistant 
Principal 
Qualitative Data  
 
School 
Administrator  
Perceptions via  
Interview 
Research sub-questions were 
used to interview both teachers 
and administrators  for their 
reflections on this study 
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Appendix B 
Research Survey  
This survey is designed to help me gain a better understanding of the kinds of things that create 
challenges for teachers through your perceptions of instructional practices, student engagement 
and classroom management.  Please complete all questions on this brief survey. Thank you for 
your participation!  
Demographic Data included on the survey 
(This will be utilized in conjunction with the Teachers’ Sense of Efficacy Scale)  
1. What is your gender?     Male       Female 
2. What is your age group? age  22-27 28-33 34-39 40-45 46-51 52-57 58-63 
3. What grade do you currently instruct?        5       6        7           8    
4. How many years have you been teaching?  0-5   6-10   11-15  16-20   21-25  26 or more 
5. What is the subject (content) that you teach? (Check all that apply.) 
 (Math, Science, Language Arts, Social Studies , Elementary Self-contained) 
6. What certifications do you possess? (Check all that apply.)  Elementary Certified,                 
Mid-level English, Mid-Level Math, Mid-level Social Studies, Secondary English, 
Secondary Math, Secondary Social Studies, Secondary Science, Administrative          
Certification 
7. What is the current level of degree that you possess? (Check one degree.) 
(Bachelor, Master, Other degrees) 
8. How many years have you instructed in this building? 0-5   6-10   11-15   16-20   21-25           
26 or more 
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Appendix B 
 
Research Survey 
 
The Teachers’ Sense of Efficacy Scale (TSOES) was developed by Megan Tschannen-Moran  
and Anita Woolfolk-Hoy. The Likert-like rating scale (1-9) are as follows:  
 
       
 None at All             Very Little              Some Degree               Quite a Bit         A Great Deal 
               1              2                3           4               5               6             7              8                  9 
Please indicate your opinion about each of the questions below by marking any one of the nine 
responses in the columns, which range from "None at All" (1 ) through "A Great Deal" ( 9).          
Please respond to each question by considering your current ability, resources and opportunity              
to do each of the following in your present position.  
 
 9. How much can you do to control disruptive behavior in the classroom? 
10. How much can you do to motivate students who show low interest in school work? 
11. How much can you do to calm a student who is disruptive or noisy? 
12. How much can you do to help your students value learning? 
13. To what extend can you craft good questions for your students? 
14. How much can you do to get children to follow classroom rules? 
15. How much can you do to get students to believe they can do well in school work? 
16. How well can you establish a classroom management system with each group of students? 
17. To what extent can you use a variety of assessment strategies? 
18. To what extend can you provide an alternative explanation to examine when students              
are confused? 
19. How much can you assist families in helping their children do well in school? 
20. How well can you implement alternative teaching strategies in your classroom? 
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Appendix C 
 
Researcher’s Observation Checklist 
Teacher____________________________  Date _______________   Time __________ 
Instructional Strategies Student Engagement Student Management 
_____Reading text strategies 
_____Reciprocal teaching 
_____Use of student data for instruction 
_____Writing strategies 
           Marzano’s high yield strategies: 
 _____ Cooperative learning 
 _____ Cues, questions, advance organize 
 _____ Homework & practice 
 _____ Identify similarities & differences 
 _____ Non-linguistic representation  
 _____ Reinforce, recognize effort 
 _____ Setting objectives; feedback 
 _____ Summarize & note-taking 
 _____Generating & testing hypotheses 
 _____Similarities & differences 
 
_____Hands-on activities 
_____Partner reading 
_____Project-based learning 
_____Read aloud 
_____Use of manipulatives 
 
______Behavior support  
            suggestions 
______Buddy partner 
______Differentiated instruction 
______Movement provided 
______Reseating        
Notes: 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Notes: Notes:   
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